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EXECUTIVE SUMMARY

This is the first interim report of the
congressionally mandated National Study of
Student Support Services (SSS). The report
combines the results of two parts of the study.
The first part (Chapters 2-6) provides an overview
of the SSS program drawn from several national
data sets and a survey of 200 SSS project
directors conducted as part of this study. The
second part (Chapters 7-9) presents the results of
case studies of support services, policies, and
programs in 50 institutions---30 with SSS projects
and 20 without projects. Key findings are
presented in the executive summary and are
highlighted at the start of each chapter.

PART I: OVERVIEW OF THE SSS PROGRAM

Chapter 2. The Need for Services: Poverty,
Economic Inequality, and Educa-
tional Attainment: 1966-91

Over the past 20 years, the proportion of
disadvantaged families has grown, decreasing the
proportion of all U.S. families able to pay for
higher education.

® The proportion of low-income families has
grown for each educational group except those
in which at least one member has a college
degree.  This means that the economic
disadvantage of not completing high school
and college has increased.

® FEducation as a primary means of lessening
economic inequality is particularly important
for underrepresented groups. The higher the
educational level of African-Americans and
Hispanics, the more likely their income will
approximate that of whites with comparable
education.

Wtile educational attainment overall has increased
modesily over the past 30 years, significant gains
havz been made in rates of high school grag:ation
and college completion for underrepresented
groups since 1965. Unfortunately, the greatest

Xv

gains were made in the 1970s and rates leveled
off in the 1980s. Only in the 1990s have rates
begun to increase again.

® African-Americans have experienced the
highest rates of increase in high school
graduation, increasing from 27 percent of those
25 and older having completed high school in
1965 to 68 percent of that group in 1991.

® Among African-Americans ages 18 to 24, rates
of high school completion increased from 60
percent in 1970 to 77 percent in 1990.

® Four-year college completion rates for African-
Americans increased from 4.7 percent of those
25 and older in 1965 to 11.5 percent in 199.

® For African-Americans ages 18 to 24, college
enroliment increased from 13 percent in 1965
to 23 percent in 1990.

Despite these gains, African-American and
Hispanic high school graduates ages 18 to 24
continue to enroll in college at lower rates than
whites.

® The overall percentage of high school
graduates ages 14 to 24 enrolled in college was
about 52 percent in 1970 and 59 percent in
1990. Among African-Americans, enrollment
was 39 percent in 1970 and 48 percent in
1990. Among Hispanics, enrollment was 37
percent in 1973 and 45 percent in 1990.

® The largest differences in enrollment levels are
by income, with enroliment levels of youths
from high-income families being twice those
of low-income families.

® Over half of African-American and Hispanic
families have incomes of less than 150 percent
of the poverty level.

® Once enrolled in college, 4-year completion
rates are significantly lower for groups
traditionally underrepresented in higher




education. For example, in 1989, African-
Americans were 9.4 percent of college
students, but only 5.6 percent of graduates.

SSS eligibility criteria (income of 150 percent of
the poverty level and/or first generation college
student') are aimed at persons whose college
attendance and completion are most problema.xc.
A disproportionate share of those persons are
memters of minority groups.

® Inany given year, about 1 million 17-year-olds
wou'.} be eligible for SSS services if enrolled
in college.

n Among African-American and Hispanic
childrext, over half (57) percent would meet the
5SS income eligibility criteria.

® Among college graduates as a whole, almost
half (48 percent) are first generation college
goers, that is, persons who do not have a
parent who graduated from a 4-year college.
Among African-American college graduates,
the rate is 63 percent, and among Hispanics it
is 61 percent.

Two important changes in higher education in the
past two decades have implications for the ability
of disadvantaged students to attend and complete
higher education. These changes also have
implications for the potential role of SSS on
college campuses.

m The first is the growth of community college
enrollment. In 1965 only 29 percent of
freshmen were in 2-year schools. By the
1990s, over 50 percent were in 2-year
schools. The completior rawc at 2-year schools
is estimated to be about 30 percent for full-
time students.

B The second is the expansion of remedial
instruction and corresponding professional
support services. Estimates are that about 32
percent of college students need remedial
writing and 37 percent need remedial math.

INeither paren: has a 4-year college degree.
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Chapter 3. Studies of Student Retention and
Evaluations of Supplemental
Services

This chapter provides an overview of general
studies of student retention and past studies of
SSS and SSS-like projects.

® While academic factors such as SAT scores
and high school GPA remain the strong
predictors of college success, other noncog-
nitive factors and student integration have been
identified as significant, especially for
disadvantaged students.

® Among the noncognitive factors, studies have
found that positive self-concept, realistic self-
appraisal, ability to deal with acism,
preference for long- term goals, availability of
a strong support person, successful leadership
experience, and performance of community
service predict academic success.

® Among the student integration factors, studies
have stressed the importance of the fit between
the student and the institution, the freshman
year, living on campus, attending full time,
effective advising, participating in campus
activities, and having the friendship of at least
one faculty or staff member as prediciing
retention.

® Among the reasons m-st frequently reported
by students for leaving college are acacemic
performance, financial concem, lack of
motivation, personal concems, military service,
and taking a fuli-time job.

®m Institutional policies promoting social and
academic integration and increasing time spent
on course work have the most potential for
increased retention of disadvantaged students.

Previous studies of differences in persistence and
grade point averages between students receiving
and not receiving SSS or SSS-like services have
showsi small and somewhat inconsistent program
effects.
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Chapter 4. Statistical Overview of SSS
Projects and Summary cf
Requirements of the Federal
Student Support Services
Program: 1970-93

The SSS program began with a small federal
appropriation, increased substantially in the 1970s,
but in constant dollars did not grow aga‘n unti)
the 1990s. Decisions about numbers of projects
to support did not always reflect the changes in
funding availability. The result is that per-student
dollar awards declined substantially over time.

m In current dollars SSS funding was at $10
million in 1970 and $130 million in 1993.

® In constant 1990 dollars, SSS program funding
was about $34 million at the start of the SSS
program, reaching $99 million in 1979.
During the 1980s, funding decreased to about
$80 million (in 1987). It now stands at about
$120 million.

® Since its inception, the number of projects
funded has risen from 121 in 1970 to 700 in
1993. In constant 1990 dollars, average
project awards have declined from $278,393 in
1970 to $171,028 in 1993.

® In constant 1990 dollars, the average amount
per student declined from the program'’s
inception until around 1990, when the amount
per student began to increase somewhat. In
constant 1990 dollars an average of $1,123
was spent per SSS student in 1970 and $725 in
1993.

Over most of the program’s history, projects have
received 3-year grants. Once funded, projects are
likely to be re-funded in part because current
projects have a legislatively mandated point
advantage during proposal review. Current
grantees can eam up to 115 evaluation points,
while other applicants can earn a maximum of
100 points. Despite this advantage, 8 to 12
percent projects are not re-funded during each
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review cycle.? In the 1993 grant cycle, the award
period was extended to 4 years for most projects
and S years for the top 10 percent of grantees
(based on points eamed during proposal review).

In 1981, SSS student eligibility criteria were
substantially constrained, requiring that two-thirds
of those served be both low income (150 percent
of poverty) and first generation college students,
or physically disabled. The other one-third could
be either low-income or first generation college
students.> The requirements also mandated that
the student need academic support to successfully
complete college and that the grantee institution
provide the student with financial assistance to
meet that student’s full financial need.

Some SSS progr-m iequirements have proven
difficul. for projects to implement. In particular,
the requirements that SSS services not duplicate
other campus offerings and that SSS participants
be offered financial aid sufficient to meet their
full financial need have been problematic. In the
1992 reauthorization, Congress addressed both
points. First, it indicated that coordination with
owher campus services is eacouraged and that
funds should not be denicd to an institution
because it sponsors a similar program. The new
legislation also changed the "full financial need"
requirement, stating that such aid must be offered,
rather than provided, to participants.

Chapter 5: Characteristics of
Receiving Student
Services Grants

Institutions
Support

This chapter offers a profile of institutions with
SSS grants. It also compares grantee institutions
with higher education institutions as a whole. The
findings suggest that ' e SSS program is targeted
on larger, less selec..ve public institutions with
higher proportions of minority students.

%I the most recent review cycle, 12 percent of grantecs were not re-
funded.

Prior to that point, eligibility was open to all individuals with
academic potential who needed special services because of a deprived
educational, cuitural, or economic background, or who were physical
handicapped or of limited English speaking ability.
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About a quarter of U.S. higher education
institutions, serving about 31 percent of FTE
freshmen, receive SSS grants. These include
about 26 percent of 2-year and 24 percent of
4-year institutions. Four-year institutions that
grant doctorates are more likely than other 4-
year institutions to have SSS grants.

8 SSS grantees are more likely to be public than

private institutions and to have larger
enrollments. Schools with grants have an
average of 7,114 students, about double the
enrollment of schools without grants (3,566).

SSS grants are more likely to go to institutions

enrolling a high proportion of minority

students--about half of the higher education
institutions with 50 percent or greater minority
enroliment have SSS grants, compared with 21
percent of institutions with less than 50 percent
minority enrollment.

Overall about 31 percent of all freshmen are in
colleges with SSS grants. About 39 percent of
all African-American freshmen and 34 percent
of all Native American freshmen are in schools
with S§S grants.

Few of the nation’s highly selective schools
have SSS grants. Among the highly selective
schools only 13 percent have SSS grants.
Among open admission schools 27 percent
have SSS grants.

SSS grantee institutions have somewhat lower
average entering SAT/ACT scores than non-
SSS institutions.

Among non-open admission schools, SSS
institutions are more likely than other
institutions to report that they sometimes waive
admission policies for marginal students.

SSS grantee institutions are somewhat more
likely to offer remedial instructional and
support services than other institutions. In
particular, they are more likely to offer
services for students with disabilities, job
training, and on-campus day care, and to try
new programs to increase student retention.
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Despite their somewhat lower than average
entrance exam scores and greater than sverage
rates of open admissions, SSS institutions have
l-year retention rates for freshmen that are
similar to those for schools as a whole
according to the findings of a Higher
Education Survey.

Institutions with SSS are likely to have other
TRIO grants. Upward Bound is found in
about half of the institutions with SSS grants.
Over two-thirds of all 501 Upward Bound
projects are in instit ., that also have SSS.
Talent Search is available in about one-quarter
of SSS institutions.

Chapter 6: Results of the 1991-92 Survey of

Project Directors

In 1991-92, the study conducted a survey of 200

SSS project directors.

Issues included project

history and funding, nature and amounts of
services provided, clientele, staffing, project
needs, and federal rules. Results of the survey are
provided, along with information obtained from
annual performance reports submitted by the
projects to the federal SSS office.

About 28 percent of current SSS projects
began in 1975 or before. Those funded in the
early years of the federal program are more
likely to be large, 4-year schools with 50
percent or greater minority enrollment than
those funded more recently. Eighty-one
percent of projects in 2-year institutions first
received support after 1975.

Directors of 61 percent of projects indicate
their projects are located in ce - di, highly
visible locations on campus.

Project directors report the average number of
participants per project is 232, with a slightly
higher average number (254) in projects that
have been in existence for at least 4 years.

Directors indicate that almost all SSS projects

offer counseling and tutoring in at least one
subject. Most tutoring is done by peer tutors
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and most counseling by professional
counselors.  Three-quarters report offering
some form of instructional services or courses
as well as cultural or enrichment programs.

rroject directors estimate that ai. average 60
percent of participants receive some tutoring
and almost all receive some form of
counseling. Over three-fourths receive
academic counseling. About half receive
financial aid counseling or personal counseling.
Other services are received by fewer
participants. Project staff believe that
receiving help in passing a course or
improving basic skills are the most common
reasons that students participate.

SSS projects serve a high proportion of groups
underrepresented in college. As reported by
the directors, about one-third of SSS students
are African-American compared with about 9
percent of total undergraduates; about 16
percent are Hispanic compared with about 6
percent of the total undergraduates; and about
3 percent are Native American compared with
.4 percent of total undergraduates. About 43
percent of SSS students are white compared
with 80 percent of the total undergraduates.

Women participate in SSS at a higher rate than
men. Project directors indicate that about 61
percent of SSS participants are female and 39
percent are male. Among all undergraduates at
these institutions, about 54 percent are female
and 46 percent are male.

Most SSS participants are freshmen, including
55 percent of participants at 4-year institutions
and 70 percent of participants at 2-year
schools. However, project directors report that
more than half the participants stay in the
projects for more than 1 year.

Just over one-tl:id of projects (36 percent)
report that eligible students who applied or
were recommended for the program were not
able to participate because of lack of staff or
space in the program.

® The typical SSS project has a full-time project
director (72 percent), a full-time tutor
coordinator, 1-3 professional counselors, and
10-15 pari-ime peer tutors. At least three-
quarters of the projects offer preservice and
inservice training for their peer tutors. Almost
half the projects (43 percent) see "having an
adequate number of staff* as an area for
improvement, making it the improvement need
most often cited.

®  Among projects in the survey, the average SSS
grant was $163,384 in 1991-92. Federal funds
were the main source of support for aimost ali
projects (95 percent).

m About 62 percent of projects have some
additional institutional support. On average,
projects received an average of 14 percent of
their operating funds from institutional sources,
with larger institutions likely to provide more
than the average and small institutions likely to
provide less.

® Among the federal rules, project directors see
"meeting the full financial need" of students as
the most difficult to achieve, and believe that
the nonsupplanting requirement is the least
useful to achieving their project goals. Project
staff would like to see funding cycles extended
from 3 to 5 or 6 years.* They would also like
larger awards and more emphasis on staff
development.

PART II: RESULTS OF THE 50 INSTITUTION
CASE STUDIES

Chapter 7: The Nature of Student Support
Services Projects

This chapter presents an indepth description of
SSS project organization and services. It places
the SSS services within the institutional context.
It also examines the methods projects use to
attract participants, and their results.

*In the most recent reauthorization the cycle was extended to 4 years
for most projects, and 5 years to those ranked in the top 10 percent.
The lcgisfntion also set higher minimum grant awards.
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The Organization of Support Services

& Although SSS projects were often among the
first services available on their campus for
disadvantaged students, at most institutions
they are currently one of several service
providers. SSS funds now support only a
limited part of the support service mix.

& SSS funds may be used for the following
purposes:

- To serve a limited group of students but
offer several services (home base projects);

- To deliver one major support service at the
institution--although the project may also
provide other services on a limited basis
(dominant service projects), and

- To provide most of the support services at
the school--this is the case only rarely (all
service projects).

® Organizationally, SSS funds may provide
services through a separate SSS project, or
SSS funds may be applied to support part of a
larger service mix (called a blended project).

The SSS Services

® Dominant service projects tend to focus
heavily on tutoring, while home base projects
are more likely to emphasize academic
advising, with tutoring and other services as
needed.

8 SSS-funded academic advising (also called
academic counseling) focuses most heavily on
assistance during the freshman year and is
provided by professionals rather than peer
advisors. It is usually additional to academic
advising offered by the institution, but is
sometimes offered in lieu of institutional
services.

8 Career and personal counseling are not major
SSS services. They are usually offered on an
informal basis. Financial aid counseling is
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offered by most SSS projects, often through
workshops.

Most SSS-supported tutoring is provided by
peers--usually more advanced undergraduate
students at the same institutions. At some of
the smaller institutions in the study, SSS
provides the only free tutoring available at the
school.

A limited number of projects offer organized
tutoring sessions for specific courses that are
tied directly to instruction in the course. These
services are called supplementary instruction
(8D in this study. About half the schools
visited offer some SI, which is as likely to be
supported by SSS as by the institution.

All but a few of the schools in the study offer
remedial cou~es, and some offer multiple
levels of course taking. SSS support of such
courses is limited primarily to 4-year
institutions.

In a limited number of schools, SSS also
supports orientation or study skills courses. In
far more schools, SSS offers workshops on
study skills or related topics.

While SSS offers operates in summer months,
SSS rarely finances special summer programs
prior to the freshimman year. In a few schools,
it pays for a portion of such programs (such as
a tutoring or counseling component).

Transfer initiative SSS resources in 2-year
institutions resulted primarily in additional
academic advising.

The SSS Clientele

# More than half the SSS projects visited use

recruitment approaches that cast a wide net
(wide recruitment projects). Some recruit
widely, but the services they offer (such as SI
for developmental courses) effectively limit the
clientele.




® The rest of the projects use various formail and
informal targeting mechanisms including
focusing on special admits (who do not meet
the institution’s regular entrance requirements),
minority students, or at-risk (lower achieving)
students.

® Projects serve some groups disproportionately
in relation to their numbers in the institutions,
including freshmen, minority students, and
women. At 2-year institutions, projects also
appear to serve full-time students
disproportionately.

& Students with disabilities are likely to receive
tutoring from SSS projects, but counseling and
other services from other providers on campus.
Only in schools without a special office for
students with disabilities is SSS likely to
provide other services--on a limited basis.

Chapter 8: The Institutional Context for SSS
Projects and Project Impact

This chapter explores the specific role of SSS
project staff in influencing institutional policy. It
also examines the larger question 0. whether
institutions with SSS projects more are likely to
have a commitment to serving disadvantaged
students. This analysis compares policies and
services at 30 SSS grantee institutions and 20
comparison schools.

The Direct Role of SSS Projects in Grantee
Policy and Programs

® In general, SSS project staff play a limited role
in grantee policy development. The most
common institutional role is serving on
admissions review committees that make
decisions about special admits. SSS staff may
also advocate for maintaining open or lenient
admission policies when schools considir
becoming more selective.

® Project staff rarely occupy a sufficiently

elevated place in institutional administration to
influence policy directly.
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® SSS projects have served as models of support
services at some £chools, leading to expansion
of services. Project staff also may assume the
role of campus advocate for disadvantaged
students, minority students, or (occasionally)
students with disabilities.

8 In general, SSS projects maintain positive
relations with other support service providers
and reievant faculty. Most schools have
formal or informal mechanisms for periodic
exchanges of information and student referrals.

8 The physical space provided by institutions to
projects is typically adequate, but a substantial
minority of projects are housed in shabby
quarters, as assessed by study field staff.

Comparing Institutional Policies at SSS
Grantees and Comparable Institutions Without
Grants

® It is difficult to discern differences in
recruitnent or admissions policies among
comparable institutions with and without SSS
projects. Part of the reason that differences are
not apparent may be that comparison institu-
tions were selected based on having student
body characteristics like those of SSS grantees.
Additionally, few of the schools in the study
had selective admissions policies so
possibilities for differences in policies were
limited.

8 There were no discernable differences in
financial aid policies across the twon sets of
institutions.

® Institutions with and without SSS projects both
offer a wide array of support services. These
usually include academic advising, career
information and employment assistance,
personal counseling, course tutoring or other
supplemental course assistance, new student
orientations, prefreshman year summer
programs, remedial instruction, workshops to
improve study skills, and health services.
Some schools also offer these services
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separately to subgroups of students such as
minorities, women, or special admits.

® Grantee institutions tend to offer r.;0re types or
special support services for disadvantaged
students as well as more types of general
services (for all students) than comparable
institutions without grants. If the largest
institutions in the study are excluded, grantees
also tend to offer more services to students
with disabilities. The direct role of SSS
resources in fostering these differences is not
known.

B Among the small number of more selective
schools in the study, the institutions without
grants appear to have stricter probation and
dismissal policies.

Institutional Mission and Climate at SSS
Grantees and Comparable Institutions Without
Grants

® Based on field researchers’ summary ratings of
institutional climate for minority students,
students with disabilities and academically at-
risk students, there are no differences in
climate between the two sets of institutions.

® Many schools with and without SSS grants are
currently struggling with the question of how
many poorly prepared students to enroll, and
whether they have the resources to provide
adequate special services.

Chapter 9: Feder=l Policy Reform in Student
Support Services

Three policy issues received considerable attention
in the course of the field work. The
nonsupplanting and financial aid issues were
identified by project staff as important. In
addition, federal officials requested examination of
the accountability mechanisms in the SSS program
and how they could be improved.
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Nonsupplanting

® Despite unclear legal underpinnings, the issue
of whether SSS resources substitute for
institutional or other resources for support
services has been a major concern of federal
program reviews. It has created service
delivery dilemmas for projects.

® Wlere large numbers of students are eligible
for SSS but SSS resources are insufficient to
meet their needs, non-SSS resources are often
used to provide other students with comparable
services. Because other students obtain similar
services to those received by SSS participants,
federally supported services are held to
duplicate other offerings, and are not
considered additional to what SSS participants
would have otherwise received (i.e., federal
funds are seen as supplanting other resources,
not adding to them).

® Methods for reforming the nonsupplanting test
are suggested, including

- Shifting to a criterion of additional services
for a targeted group of disadvantaged
students, with SSS rescurces as a portion of
the total resources. To do so would require
a clear definition of the term
"disadvantaged student" at each grantee
institution that limits the target group for
additional services.

- Establishing schoolwide service projects
(i.e, they serve all students) in institutions
where the vast majority of students are
disadvantagsd, but only if additional funds
(including SSS) are sufficient to carry out
such projects.

Full Financial Need

® The intent of federal legislation is that
institutions meet the full financial need of SS<
participants, but many institutions are unable to
do so. In addition, some of the institutions
unable to do so make better financial aid
packages available to other students with
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similar need to those of SSS participants
because of state rules or programs.

Federal legislation could encourage favorable
ireatment for SSS participants in several ways.
For example, legislation could

- Require that SSS participants receive the
best package available at grantee
institutions for comparably needy students;

- Require that institutions with special
educational equity/opportunity or related
programs (EOP) extend equivalent financial
aid to SSS participants with comparable
need as a condition of federal SSS support;
or

- Establish specific federal grant awards for
SSS participants.

Project Accountability

SSS projects establish service delivery goals
that include overall participation rates as weli
as the numbers of new participants each year.
They also establish the number of participants
for each type of service.

Few projects establish goals for how much of
a service each participant is likely to receive
(i.e, service intensity).

The total numbers of outcome goals
established by projects differ considerably
across the projects. The most common project
outcome goal is achievement of a particular
GPA by a percentage of participants. For most
projects, GPA goals are modest.

Projects also set retention and graduation
goals. Some projects set extremely ambitious
goals, while others establish modest goals.
Since failure to achieve these goals can affect
re-funding of a project, projects setting
ambitious goals may be at a disadvantage in
relation to others.

It would be desirable to have greater
comparability in goal setting among grantees.
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This could be accomplished through goals that
help to determine the value the project adds to
what participants would have accomplished
without it.

B Possitic standards for project performance
include past project performance, institutional
performance (taking into account participant
differences), and the performance of projects in
institutions with similar student bodies.

Building Institutional Capacity for Support
Service Delivery

® Several conditions argue for an expanded SSS
role in national efforts to aid at-risk students:

- The availability of federal, state, and
institutional resources aimed at support
service provision has increased in the years
since the SSS program began;

- Institutions are serving students who need
special services at higher rates than when
the federal SSS program was first
developed;

- Fiscal stringency is currently forcing
cutbacks in support service at some schools
and a search for more efficient service
delivery strategies at many more; and

- Despite the wide availability of services,
retention and completion rates for
disadvantaged students remain significantly
lower than for other students at the same
campuses.

These findings indicate the need for
developing a better understanding of what
works to enable disadvantaged students to stay
in school and graduate and cocrdinating
institutional planning for service delivery.
Two reforms are proposed:

® The Demonstration Approach: A limited
number of grantees would test alteinative
interventions to promote student retent. :n and
increase graduation rates. Grant applicants
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would propose an overall strategy--targeting a
particular group of students and setting
performance goals, creating a comparison
group or groups, outlining activities, and
creating an evaluation design and methods.
Topics might include student motivation to
continue services, SI and other study groups
for at-risk students, serving older students,
attracting and retaining male students, one-stop
service shopping (learning centers), and
decentralized services.

The Institutional Planning Approach:
Grantees would draft institution-wide plans for
at-risk student retention and completion. Key
components of an institutional plan should
include

- The target population for services and
retention/completion goals;
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- The level and nature of activities or
financial assistance;

- The resources available to assist at-risk
students;

- Possible resource/service gaps and plans to
fill them;

- The specific role of the SSS grant; and
- An evaluation plan.

An incentive to institutions to engage in
planning is that once the plans are adopted,
SSS and other resources can be used in a more
flexible manner. Institutions that chose not to
draft institutional plans could still submit
traditional SSS proposals, but would not be
granted the additional flexibility in use of
resources.
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1. INTRODUCTION

Since the mid-1960s, Congress has recognized that
financial aid alone will not ensure equal
educational opportunity to disadvantaged students.
Corresponding supplemental services are needed
to prepare disadvantaged students for college and
to enable them to succeed once there. In addition,
institutional policies and practices must be
designed to serve a more diverse population of
students. For these reasons, the Special Programs
for Disadvantaged Students (TRIO) programs
were created.

Student Support Services (SSS) is one of six
federally funded grant programs administered by
the Department of Education as part of the special
Programs for Disadvantaged Students (now called
TRIO in the Higher Education Act (HEA)}. The
SSS program began in 1970, the third of the
TRIO programs. The first two were Upward
Bound, begun in 1965, and Talent Search, begun
in 1966;! the others are the Educational
Opportunity Centers (EOC), begun in 1974, Staff
Training, 1978, and McNair, 1989.

All six programs are designed to help
economically disadvantaged students achieve
success at the postsecondary level--by facilitating
high school completion, entry into and completion
of postsecondary education, and entry into
graduate study. They are intended to complement
federal student aid programs that address the
financial needs of disadvantaged students by
providing a range of supplemental services. These
services may include academic enrichment and
remedial services, personal, academic, and
financial aid counseling, referrals, and the
provision of cultural experiences.

'Upward Bound, the oldest of the programs, dates back to the 1964
Economic Opporanity Act. Talent h was establisied by the
Higher Education Act of 1965. The Higher Education Act

Amendments of 1968 brought Talent Search and Upward Bound
together in the U.S. Office of Education (now the ent of
Education) and augmented them with the Special Service: for
Disadvantaged Students (mow Student & rt  Services-SSS)
rogram, forming what came to be called 0. The Higher

ducation Amendments of 1972 augmented the TRIO &gsnms with
a fourth program--Educational ty Centers (l':P )—-which

are intended primarily to provide educational counseling and
financial aid information for adults living in predominantly low-
income areas.
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Study Background. At the request of Congress,
the Planring and Evaluation Service of the U.S.
Department of Education (ED) is evaluating the
TRIO programs. The purpose of the evaluation is
to "examine the effectiveness of current programs
and to identify program improvements” (P.L. 101-
166). Inresponse to this mandate, thc Department
of Education has designed a multipart evaluation
that includes studies of several of the TRIO
programs. The Nationa! Study of the Student
Support Services programs is one part of this
evaluation. A separate study is curmrently being
conducted of Upward Bound, and studies of other
TRIO programs are being planned.

The SSS Program. The SSS federal program
awards grants to institutions of higher education to
provide supplemental services to eligible students.
As stated in the 1992 reauthorization legislation,
the purpose of the Student Support Services is

(1) To increase college retention and graduation
rates for eligible students;

(2) To increase the transfer rates of eligible
students from 2-year to 4-year institutions;
and

(3) To foster an institutional climate supportive
of the success of low-income and first
generation coilege students and individuals
with disabilities.

Two-thirds of the students served by SSS must be
low income (150 percent of poverty) and first
generation college or physically handicapped. The
other third must be low income or first generation
college. One-third of the physically handicapped
students must also be low-income students. In
1992 the average grant was $165,000.

Services may include counseling, tutoring,
workshops, labs. cultural events, special services
to handicapped students, and instructional courses.

Student Support Services and the other TKiO
programs, combined with federal student financial
aid programs, reflect the national commitment




both to enable the direct provision of services for
disadvantaged students and to foster a wider
climate of equal educational opportunity in higher
education.

Study Design and Methodology

The National Study of Student Support Services
seeks answers to the following questions:

1. What is the extent of the need for support
services aimed at helping students remain in
school?

2. What is the range and mix of support
services of projects funded by the SSS
program?

3. Who receives such services currently, and
what are the types and amounts of service
they receive?

4. What is th~ impact of federal support on
service availability and on retention policies
at institutions?

5. What are the effects of obtaining support
services on students’ college persistence and
performance?

6. What mix of program services are most
effective in meeting project goals?

These questions are being addressed through the
two major components of the study:

® A descriptive study of program
implementation and program characteristics
(the focus of this report); and

® A longitudinal study of the college
experiences of students served and similar
students not in the program.
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The Implementation Study. The study of
program implementation (the focus of this report)
collected and/or analyzed information from several
sources:

®  Basic statistics on project funding and
students served (obtained from the federal
program office);

® Institutional data from the Integrated
Postsecondary Education Data System
(IPEDS) and from a nationally representative
Higher Education Survey (HES) survey of
institutions’ retention practices;

®  Project data information from yearly
performance reports submitted by the
projects;

B A 199192 survey of & nationally
representative stratified random sample of
200 SSS projects funded in both 1987 and
1990; and

®  Site visits to 50 higher education institutions,
30 with SSS projects and 20 that do not have
SSS grants. The 30 SSS sites were randomly
subsampled from within the 200 included in
the survey of SSS projects. The 20 non-SSS
sites were selected to match the 30 SSS sites.
Institutions were matched by enrollment size,
geographic region, selectivity, percent of Pell
grant recipients, institution type (2-year, 4-
year), and institution control (public, private).
The 4-day site visits took place between
October and May of 1991-92.

The Longitudinal Study. A longitudinal study of
participants is examining the educational effects of
the federally supported SSS projects on college
freshmen (persistence in college, credits taken,
and grade point average). It is tracking a sample
of about 3,000 freshman SSS participants over a
period of 3 years to examine varying types and
intensities of services and project outcomes. The
study also includes a comparison group of 3,000
students (1,500 from the SSS sites and 1,50C from
institutions not having SSS grants). Data are
being collected for both the SSS and comparison
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students in two waves of student surveys and a
transcript collection. For SSS participants,
detailed service record data were also being
collected.

Additional methodological information for the
sample selection is included in Appendix A.

Organization of the Report

This report combines the results of two parts of
the implementation study. The first part (Chapters
2-6) provides an overview of the federal Student
Support Services program drawn from the national
data sets and the findings of the survey of 200
SSS project directors.  Chapter 2 provides
information on the economic and educational
context for support services, highlighting
inequities in access to, and completion of, higher

education. Chapter 3 reviews studies of student

retention and considers their lessons for this
evaluation. Chapter 4 provides an overview of the
development of the SSS program from its
inception to the most recent award cycle. Chapter
5 describes the institutions with SSS grants.
Chapter 6 presents the results of a survey of
project directors, offering information on services
offered and project clientele.

The second part of the report (Chapters 7-9)
presents the results of case studies of support
services policies and programs in 50 institutions.
Thirty of those institutions aie SSS grantees,
enabling a detailed examination of the SSS

1-3

services and clientele. The 20 institutions without
SSS projects are examined in order to compare
the extent and nature of services and policies in
institutions with and without projects. Chapter 7
provides detailed descriptions of the support
services available at grantee institutions, with
emphasis on the SSS-provided services. An
attempt is made to describe projects along two
dimensions -- the services they provide and their
organizational structure.  The chapter also
describes how SSS participants are targeted and
recruited. Chapter 8 examines the contribution of
the SSS projects to institutional policy, looking at
both the direct staff contributions and the kinds of
policies in place in institutions with and without
SSS grants. Chapter 9 uses data drawn from the
case studies to examine three important federal
policy issues -- nonsupplanting, meeting students’
full financial need, and project accountability.
The chapter includes recommendations for
addressing these issues. Highlights are provided
at the start of each chapter.

Other Reports

A second descriptive report from the study
presents detailed information on the characteristics
of SSS freshman participants (obtained from a
baseline student survey and student information
files) and on the level of SSS services received
(obtained from service records kept over the 1991-
92 academic year). A third and final report will
present the resulis of the longitudinal study of
student outcomes.
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2. THE NEED FOR SERVICES: POVERTY, ECONOMIC INEQUALITY,
AND EDUCATIONAL ATTAINMENT: 196691

This chapter addresses the need for student
support services by presenting summary statistics
on the economic and higher education context in
which the federal Student Support Services (55S)
programs have operated over the last 20 years.
The thesis of this discussion is that the need for
SSS services has increased in the period since the
program’s inception. To support this thesis, four
indicators of need are considered: (1) poverty
levels, (2) economic inequality or relative income,
(3) educational attainment, and (4) college
retention. Since SSS is a program designed to
serve students from economically and
educationally disadvantaged backgrounds, changes
in these indicators in the period since the SSS
program began directly affect the need for SSS
and the potential role of the federal program on
college campuses. In this section we briefly
summarize income and educational changes in
these areas for the period since the beginning of
the TRIO programs in the mid-1960s.

Highlights

®  Over the past 20 years, the proportion of
disadvantaged families has grown, decreasing
the proportion of all U.S. families able to pay
for higher education.

®  The percentage of children under 18 in
families in poverty was higher in 1991 than
in 1970 when SSS began.

®  Almost 30 percent of all children nationwide
are in families below 150 percent of poverty,
the income eligibility criteria for SSS
services. Among African-American and
Hispa=ic children, over half (57) percent
would meet this eligibility criteria.

® In any given year about 1 million 17-year-
olds would meet the SSS income
requirements.

2-1
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The economic disadvantages
completing high school and coliege has
increased. For all educational levels, except
college graduates, the proportion of low-
income persons has grown since the 1970s,
and income differences between highly
educated and less educated persons have
increased.

of not

Education remains a primary means of
lessening economic inequality for
underrepresented groups.  The ratio of
African-American and Hispanic income to
white income becomes higher as the
educational level increases.

While educational attainment overall has
increased modestly, significant gains have
been made in rates of high school graduation
and college completion for underrepresented
groups since 1965; however, most of these
gains were made in the 1970s and rates
reached plateaus in the 1980s.

African-Americans have experienced the
highest rates of increase in high school
graduation and college enrollment.

Despite  gains, African-American and
Hispanic high school graduates continue to
enroll in college at lower rates than whites.

Overall, the percentage of high school
graduates aged 14 to 24 ever enroiling in
college was about 52 percent in 1970 and 59
percent in 1990. Among African-Americans,
the rate was 39 percent in 1970 and 48
percent in 1990. Amon’ “fispanics it was 37
percent in 1973 and 45 :rcent in 1990.

The largest differences in enrollment levels
are by income, with enroliment levels of
youth from high-income families being twice
those of those from low-income families.




SOURCE:

Among college graduates as a whole, almost
half (48 percent) are first generation college
defined as not have a parent who graduated

from a 4-year college. Among African-
Americans, the rate is 63 percent, and among
Hispanics, it is 61 percent.

Completion rates at 4-year colleges remain at
about 50 percent and are significantly lower
for groups traditionally underrepresented in
higher education. For example, in 1989,
African-Americans were 9.4 percent of
college students, but only 5.6 percent of
graduates.

At 2-year schools the 2-year completion rate
is estimated to be about 30 percent for
full-time students.

Two important changes in higher education
in the past two decades have implications for
the ability of disadvantaged students to attend
and complete higher education.  These
changes aiso have implications for the
potential role of SSS on college campuses.

- The first is the growth in community
college enrollment. In 1965 only 29

50 =
[ children under 18

BB Al families

30 4

1966 1576

table 2 and table 3.

percent of freshmen were in 2-year schools. By
the 1990s, over 50 percent were in 2-year schools.

- The second is the expansion of remedial
instruction and corresponding professional
support services. Estimates are that about 32
percent of college students need remedial
writing and 37 percent need remedial math.

Poverty Levels: 1966-91

In 1966, 1 year after passage of the Higher
Education Act of 1965, which began the federal
student financial aid program, and the year that
the first of the TRIO programs, Upward Bound,
began operation, an estimated 13.1 percent of all
U.S. families were below the poverty level and an
estimated 17.4 percent of all children under 18
were in families in poverty (Figure 2-1a). By
1991 there had been little positive change in this
regard: poverty levels were at 12.8 percent for all
families, and the rate for children under 18 had
actually risen, to 21.8 percent (the average poverty
level in 1991 was $13,924 for a family of four).

Figure 2-1a. Percentage of all 'US. families and children below poverty level: selected years, 1966-90

1986 1991

U.S. Bureau of Census, Current Population Reports, "Poverty in the United States: 1991," series P-60, No. 181, August 1992,

7,

P .

=5 au =0 BE B En B Ay B P




; -
L

‘MR GEE W ED EE

While poverty levels for African-American
children have declined since the 1960s, the
percentage of black children in poverty remains
very high, and the percentage of Hispanic children
in poverty has increased since the 1970s (when
separate govemment data first became available).

Figure 2-1b. Percentage ¢ African-American
taniilies and children below poverty
level: selected years, 1966-91

60 L) Affican-Auisizu children under 18
1 B AU Africsa-Amcmican families

1966 1976 180 1991

SOURCE: U.S. Burean of Census, Currert Popu/ation Reports,
"Poverty in the United States: 1991, scrixe P-6u, Nc.
181, August 1992, tabic 2 and table 3.
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In 1966, 50.6 percent of African-American
children under 18 were in poverty; ‘n 1991, the
corresponding figure was 45.9 percent (Figure 2-
1b). In 1973 (tho first year vor which separate
data are available), 27.8 percent of Hispanic
children under 18 were in poverty, compared to
40.4 percent in 1991 (Figure 2-1c).

Figure 2-1c. Percentage of Hispauic families and
children below poverty level: selected
years, 1973-91

50+
D Hispanic children under 18

404 - All Hispanic families

NOTE: Separate data n, .verty of Hispanics first becar.e available
for 1973. Pe~sons of Hispanic crigin may be of any race.

SOURCE: The U.S. Bureau of Censvs, Current Population Reports,
"Poverty in the United States: 1991," series P-60, No.
181, August 1992, tavle 2 and table 3.




Under 150 Percent of Poverty

One of the eligibiiity criteria of SSS is that
students served have family incomes under 150
percent of the poverty level (SSS eligibility
requirements are discussed in more detail in
Chapter 4). Govemnment statistics indicate that
almost 30 percent of children aged 6 to 17 are in
families bel»w 150 percent of poverty (Table 2-1).
Among African-American and Hispanic children,
over half (57 percent) meet this eligibility criteria

- - N T

Table 2-1.  Number and percentage of persons in
poverty and whose income is under
150 percent of poverty, by race and
Hispanic origin: 1991

Under 150 percent

In poverty of poverty

Characteristic Total

Percent Percent
Number | ¢ torat | N9PET | 6 oral

(Numbers in thousands)
Total persons . 251,179 35708 142% 59,681 23.8%

Related children

under 18 1o 6480Y 13,658 21.1 20792 32.1
Related children

aged 617 . 41947 8175 195 12604 300
White - ... ... 210121 23747 113 42458 202
Pciated children )
onder 18 . ... 51627 R316 16.1 13625 264
Related children

aged 6-17 o' 3340 4937 l1a3 8158 244
African- )

Ametcan ...  313i2 10242 327 1445¢ 462
Related children

under 18 o1 10178 4637 456 6069 59.6
Related child

aged o7 " 6564 2788 425 3725 567
Hispanic . .. . . 2068 6339 287 10051 455
Related child

ander 18 o1 n 7473 2977 2938 4329 579
Related children

aged 6-17 ... 4,657 1,728 37.1 2547 547

NOTE: Nuuibers represent selected categories as labeled and will
not sum to totals. Persons of Hispanic origin may be of any
race.

SOURCE: The U.S. Burean of Census, Current Population
Reports, "Poverty in United Stetes, 1991, series P-60,
No. 175, August 1992, table 6.
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criteria for SSS services (Figure 2-2). In
rvubers, this means that in 1991 there were about
1 muion 17-year-olds of all races/ethnicities
meetine dis requirement. An estimated 310,400
were African-American, and 212,300 were
Hispanic, just over half of all African-American
and Hispanic youth (Figure 2-3).

Figure 2-2. Percentage of related children ages 6-
17 years in families under 150 percent
of poverty: 1991

NOTE: Persons of Hispanic origin may be of any race.

SOURCE: U.S. Bureau of Census, Current Population Survey.

Figure 2-3. Estimated nnmber of 17-year-olds in
families under 150 percent of poverty:
1991

Total African- Hispanic White
American

NOTE: Numbers do not sum to total because persons of
Hispanic origin may be of any race.

SOURCE: Estimated based on data from U.S. Bureau of Census,
Current Population Survey, as presented in Table 2-1.
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Levels of Economic Ineguality

Statistics from the Census Bureau indicate that the
proportion of disadvantaged families has grown
over the last 20 years. A Census Bureau
publication notes that the "...period 1964 to 1989
was marked by an initial period (1964 to 1969)
during which income inequality decreased and a
longer period (1969-89) during which inequality
increased."? As illustrated in Figure 2-4, the
proportion of the population with relative incomes
that are either high or low has increased and the
proportion with middie incomes has decreased.
(Low income is defined as less than half of the
median income.) '

Gini I'.dex.  Another measure of income
inequality is the Gini index. The Gini range is
from O, indicating perfect equality (all persons

2U.S. Bureau of Census, Cuwrrent Population Regarts Trends in
Relative Income: 1964 to 1989,” Series P-60, No.i77, p.4

have equal shares of the aggregate income), to 1,
indicating perfect inequality (one person has all
the income and the rest have none). Between
1970 and 1991 the index grew from .394 to .428,
demonstrating a significant increase in income
inequality.?

Reasons for the Increase. Reasons for the
overall increrse in income inequality are
complicated and have been the subject of
considerable research interest* Among the
reasons citeci are the industrial restructuring of
the economy from a goods production or manu-

U.S. Bureau of Census, Current Population Reports. "Money
Income of Households, Families, and Persons, in the United States:
1991," series P-60, No. 180, p. xiv.

‘David M. Cutler and Lawrence F. Katz, "Macroeconomic
Performance and the Disadvantaged,” Brookings Paper on Economic
Acnvity, 1991 (2) 1-74; ank Levy and Richard Mumame,
"Eamings Levels an: Earmn s Inejmhty A Review of Recent
Treads and Proposed Explananons urnal of Economic ‘dterature,
September, 1992; Paul Ryscavage, Gordon Green, av i Edward
Weiniak, "The Impaa of Demographiic, Social and Economic Change
on the Distribution of Income,” Studies in Income Distribution,
Current Population Reports, Series P60, No. 183.

Figure 2-4. Percentage of persons with high, middle, and low relative incomes: selected years,

1964-89
] Hign
Middle
Low
100
] 117 109 110 119 14.1 14.7

%///

40 + /
20
19.2 17.9 18.7
0 .

1964 1969 1974

NOTE: Percentages may not add to 100 because of rounding.

/

%/

218

1979 1984 1989

SOURCE: U.S. Bureau of Census, Current Population Reports, "Trends in Relative Income: 1964 to 1989," Series P-60, No. 177, p. 4.
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facturing base to a services production base, in
which jobs typically pay lower wages and have a
greater variation in wages, Other researchers note
the impact of changes in household living
arrangements (i.e., the shift from married couple
families to single parent and nonfamily
households). One set of explanatory factors
focuses on the growing gap between the economic
retums to well-educated and poorly educated
workers, noting that the supply of highly skilled
workers has grown more slowly than that of
relatively unskilled workers. As a result,
employers are willing to pay higher wages to the
skilled; at the same time, wages for nonskilled
workers have not increased. Census Bureau and
other research notes the strong positive influence
on income trends of increases in the educational
attainment of householders.

Median Income. Table 2-2 gives median family
income in 1991 dollars for 2ll families and by
race/ethnicity for the years 1967 to 1991, The
data document that, for all U.S. families, while
there have been years of growth in family income,
there has been little sustained growth in real
income over the period since 1970. There has
also been little change in the gap between median
income for underrepresented groups and the total.
Black family income as a percentage of white
family income was 59 percent in 1967 and 57
percent in 1991. For Hispanics there has been a
decline in the ratio. It was 69 percent in 1973
and 63 percent in 1991.°

*While the median income disparity by race/ethnicity among total
families has not changed, the Census Bureau reports that income
disparity between white and black married couples has lessened
substantially. In 1990 the median family income of black married
couple families was $33,784, and for white couple families it was
$40,331--a ratio of .84. In 1967 a*  * ruamied couple eamed only
.68 percent of the income of a wk-  upie, and by 1975 the ratio
was .76 (Figure 2-5).

For Hispanics the ratio of all far...ues and of married couple families
to white families has worserci. The ratio for all families was .71 in
169972 3?39063 in 1990; for married couples, it was .76 in 1972 and
.69 in .

R, \

Table 2-2. Families by median total money income in 1991 CPI-U dollars, by African-American, Hispanic,
and white origin: selected years, 1967-91

- Median . African- Hispanic as a
Year Megca:s all Median white I&t;r::laé;‘ }rif:g;lnc g‘:&%‘; :sofa perc?n:tizéc of
white

1967 ....... 329,765 $30,895 $18,291 NA 59.20% NA
1970 ....... 32,540 33,756 20,707 NA 61.34 NA

1973 ....... 34,774 36,344 20975 §25,148 5771 69.19%
1974 ....... 33858 35,186 20,010 25,036 56.87 71.15
1975 ....... 33248 34,578 21276 23,147 61.53 66.94
1978 ....... 35,594 37,063 21951 25,355 59.23 63.41
1979 ....... 36,051 37,619 21,302 26,079 56.63 69.32
1980 ....... 34,791 36,249 20,974 24,354 57.86 67.19
1981 ....... 33,843 35,550 20,054 24,793 56.41 69.74
1982 ....... 33,385 35,052 19373 23,118 55.27 65.95
1983 ....... 33,741 35,331 19912 23,151 56.36 65.53
1984 ....... 34,650 36,293 20,228 24,686 5574 68.02
1685 ....... 35,107 36,901 21,248 24,084 57.58 65.27
1986 ....... 36,607 38,286 21,877 24,848 5714 64.90
1987 ....... 37,131 38,828 22,068 24,339 56.84 62.68
1988 ....... 37,062 39,047 22254 25,063 56.99 64.19
1989 ....... 37,579 39,514 22,197 25,753 56.18 65.17
1990 ....... 36,841 38,468 22,325 24417 58.04 63.47
1991 ....... 35,939 37,783 21,548 23,895 57.03 63.24

NA - Not available.

NOTE: Persous of Hispanic ofigin may be of any race.

SOURCE: U.S. Bureau of Census, Current Po%dation Reports, "Money Income of Households, Families, and Persons in the United States:
1991," Series P-60, No. 174, Table B-6.
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The next sections look at the relationship of
income and education for the total U.S.
population and by race/ethnicity and gender.

Income and Education

The importance of educational attainment for
earnings is demonstrated in a dramatic fashion by
national data. Table 2-3 and Figure 2-5 give the
mean 4-month average eamings (defined as the
total eamnings divided by the number of months
for which eamings were received), and work
activity status {defined as the number of months
or part of months in which a job was held) of

persons over 18 by educational attainment. We
ses that with the exception of doctorate and
professional levels, mean income increases with
each level of education attained, from $1,077 for
those with a high school education to $3,855 for
those with doctoral degrees and $4,961 for those
with professional degrees. The relationship of
income and education is similar for each of the
racefethnicity  groups. Moreover, while
differences by race continue to exist when
educational level is the same, there is a small
tendency for the difference to decline when
education level is held constant. For example,
African-Americans with master’s degrees had
incomes that were 92 percent those of whites with

Table 2-3. Four-month average earnings, work activity, and educational attainment for all thaese 18 and over,

by race and Hispanic origin, 1990

; ; . Mean Mean Aggggﬁ-as Hispanic as
Educational attainment Mean total | Mean white AAér;?;n Hispanic |a %?r?lﬂzg e |2 gt;r:{e:it;ge
Mean monthly eamings'
DOMOMIE « e v eveererernenenennn, $3,855 $3.917 ®) ® @® ®)
Professional . ... ...cvviiiiiiin 4,961 4,988 ®) ®) ®B) ®)
Master's . ... it e 2,822 2,837 $2,613 $2,761 92.10% 97.32%
Bachelor's . .............. .. ... 2,116 2,149 1814 1,841 84.41 85.67
ASSOCIAIE'S + v vvvnn i 1,672 1,703 1,452 1,569 85.26 92.13
Vocatiopal .. .......cvviivininnnnn 1,237 1,247. 1,003 1,149 80.43 92.14
Some college, nodegree . ............. 1,280 1,315 1,064 1,168 80.91 88.82
High school graduate only . ............ 1,077 1,102 890 974 80.76 88.38
Not high school graduate ............. 492 519 388 625 74.76 120.42
Mean months with work activity?

DOCOMME « oot eeeeee e e e, 3.45 344 ®) ®) ®) B)
Professional . .......ocvviiieiunen.n 3.37 3.35 ®) ®) ®) ®B)
Master's ...ttt 3.34 332 3.50 325 105.42 97.89
Bachelor®s . ..., 3.17 3.17 3.19 345 100.63 108.83
Associate’s . ... ..ol 326 327 3.25 3.34 932.39 102.14
Vocatiomal . ......c.viiiiiiiin.. 2383 283 275 2.8% 97.17 102.12
Some college, no degree . ............. 2.88 2.89 2.81 3.05 97.23 105.54
High school graduate only . ............ 2.64 2.65 262 2.76 98.87 104.15
Not high school graduate ............. 1.58 1.60 1.49 2.14 93.13 133.75

B - Base is less than 200,000 persons.

'Mean monthly eamings is computed as the total of all camings over the 4-month period divided by the number of months in which eamings
were actually received. Eamings refers to wages and/or a salary from one or more jobs (includes eamings from self-employment).

“Months with work activity is the total months that an individual held a job whether for the entire month or a few days.

NOTE: Persons of Hispanic origin may be of any race.

SOURCE: Calculated from data in U.S. Bureau of Census, Current Population Reports, "What's It Worth? Educational Background and

Economic Status: Spring 1990," p. 14-15, 32, table 2.
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master’s degrees, while the corresponding ratio for
high school graduates was 81 percent. We can
see from the table that there are also differences
in the work activity variable indicating the number
of months worked. While these. are gross
measures, those with associate’s degrees or higher
on average held jobs in at least 3 of the 4 months
observed, while persons who were not high school
graduates on average held jobs in fewer than half
the observed months.

By gender and by race/ethnicity, we see the same
strong relationship between income levels and
education as in the overall data (Tables 2-4a and
2-4b). However, from the data in these tables we
can also see that there are more differences by
gender than by race/ethnicity.

We also see that African-American women are
much closer to white women in income levels by
education than African-American males are to
white males. Since there are strong differences in
income by degree field, and also strong
differences in degree field by gender and
race/ethnicity, these differences need to be
considered in inte:preting these statistics.’

‘See Robert Kominski and Rebecca Sutterlin, "What's it Worth?
Educatiopal Backgrounds and Economic Status: Spring 1990,
Current Population Reports, Series P70-32, 1992).

Figure 2-5. Average monthly earnings by race/ethnicity and years of school completed

Total Mean Monthly Earnings White

Professional "Rl

Doctorate

Master's T8

Bachelor's

Associate's "R

Vocational

Some college, no degree
High school graduate only

Not high school graduate §4

African

American  Hispanic
$4.988 B B
$3917 B B
$2,837 32,613 $2,761
$2,149 $1,814 $1,841
$1,703 31452 $1,569
$1,247 $1,003 $1,149
$1,315 $1,064 $1.168
$1,102 $890 $974
$519 $380 $625

]

0 1,000 2,000 3,000

B = Data not reported for this study, base is 'ess than 200,000 persous.

4,000 5,000

NOTE: Reports 4-month average eamings for months in which work occurred.

SOURCE: Calculated from data in U.S. Burean of Census, Current Population Reports, "What's It Worth? Educational Background and

Economic Status: Spring 1990," pp. 14-15, 32. table 2,
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Table 2-4a. Median and mean income by gender, race/ethnicity, and educational attainment for year- round
full-time workers 25 years of age and older: 1991

Median
Edacational aftainment Tatal Male Female
. African- . . . African- . .
Male Female White American Hispanic White American Hispanic
Less than th grade ........ $16,880 $11,637 $16,829 $18,325 $14,761 $11,615 $11,090 $10,868
Othto 12thgrade .......... 20944 13,538 21,489 17,507 17,135 13,656 13,189 11532
High school graduate ....... 26,218 18,042 26,790 20,721 21,690 18252 16,957 17,179
Some college, no degree .. ... 31,034 21,328 31,525 25470 27253 21,506 20,510 21,232
Associate’s degree . ... ..... 32,221 23,862 32,849 27,887 30,026 24,519 20913 24213
Bachelor’s degree ormore ... 42367 30,393 43,689 34,342 36,132 30,527 28,132 27,251
Bachelor’s degree ... ... 39,894 27,654 40,624 31,032 32972 2,840 26,333 25,669
Masier's degree . ....... 47,002 33,122 46978 40815 37,832 33,604 30,998 ®)
Professional degree . . ... 70284 42 604 70,301 ®) ®) 42,620 ®) ®)
Doctorate degree .. .. ... 54,626 40,172 54,774 ®) ®) 39,050 ®) ®)
Mean
Educational attainment Total Male Female
. African- . . . African- .
Male Female White American Hispanic White American Hispanic
Less than Sthgrade ........ $19,632 $12,570 $19,794 319,432 $16,525 $12,473 $13,059 $11,630
9thto 12thgrade . ......... 23,765 15,352 24,374 20,933 18,381 15,571 14,624 13,368
High school graduate ....... 28230 19336 28,969 22822 23,432 19,481 18,395 18,099
Some college, no degree . . ... 33,758 22,833 34,559 27235 28,130 23,058 21,797 22,949
Associate’s degree .. ....... 35.500 25554 36,126 30072 33,260 26,088 22,521 24293
Bachelor’s degree ormore ... 50,747 33,144 51,662 36,236 41,99 33215 30,595 30,137
Bachelor's degree . .. ... 44,536 29,998 45,699 31,346 36,289 30,111 28986 28,607
Master's degree ... ..... 53,851 36,752 54,315 43,157 41,300 36,494 33,180 ®)
Professional degree .. ... 80,061 64,870 80,197 ®) ®B) 53,971 ®B) ®)
Doctorate degree .. ..... 64,603 45,099 64,050 ®) ®) 44310 ®) ®)

B - Base less than 75,000.
NOTE: Persons of Hispanic origin may be of any race.

SOURCE: U.S. Burean of Census, Current Population Reports, "Money Income of Households, Families, and Persons in the United States:
1991," Series P-60, No. 174, table 29.

29 38

B .70 rovided by ERIC




Q

ERIC

JAruitoxt provided by Eic

L’ _________= " - " -
Table 2-4b. Female year-round full-time workers’ income as percentage of income for males and African-
American and Hispanic income as percentage of white income, by gender and educational

attainment: 1991
Median
Total Male Female
Educational attainment
° E African-American as o African-American | Hispanic as a
emale as a a percentage of Hispanic as 2 as a percentage of | percentage of
percentage of male white perceatage of white white white
Lessthan Sthgrade ........... 68.94% 108.89% 87.71% 95.48% 93.57%
Sthto 12thgrade . ............ 64.64 81.47 79.74 96.58 8445
High school graduate . ......... - 6882 77.38 80.96 92.90 94.12
Some college, no degree . .. .. ... 68.72 80.79 86.45 95.37 98.73
Associate’s degree . ... ... ... 74.06 84.89 91.41 85.29 98.75
Bachelor's degree ormore . ... .. 71.74 78.61 82.70 92.16 89.27
Bachelor’s degree ......... 69.32 76.39 81.16 94.59 92.20
Master'sdegree . . ......... 70.47 86.88 80.53 92.24 B)
_ Professional degree . ....... 60.62 B) @) B) B)
Doctorate degree . ......... 73.54 ®) @®) ®) ®)
Mean
Total Male Female
Educational attainment
° Female as a African-American as Hispanic as a African-American | Hispanic as a
a percentage of . as a percentage of | percentage of
percentage of male white percentage of white white white
Less than thgrade . .......... 64.03% 98.17% 83.48% 104.70% 93.24%
9thtol12thgrade . ............ 64.60 85.88 75.41 93.92 85.85
High school graduate . ......... 68.49 78.78 80.89 94.43 92.91
Some college, no degree . ....... 67.64 78.81 81.40 94.53 99.53
Associate’s degree . ........... 71.98 83.24 92.07 86.33 93.12
Bachelor's degree ormore . ..... 65.31 70.14 81.29 92.11 90.73
Bachelor's degree ......... 67.36 68.59 79.41 96.26 95.01
Master's degree . . ......... 68.25 7946 76.04 90.92 ®)
Professional degree . ....... 68.54 B) ®) (B) ®)
Doctorate degree ... ....... 69.81 ®B) ®) (B) (B)

B - Base less than 75,000.

NOTE: Persons of Hispanic origin may be of any race.

SOURCE:

1991," Series P-60, No. 174, table 29.
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Trends Over Time in Income and Education.
A look at the data on relative income over time
indicates that during the period since 1965, the
economic disadvantage of not having a college
degree has :ncreased (Figure 2-6). Indeed, the
disparity of income by educational level is a
factor in the increase in economic inequality
witnessed in the last 25 years. Figure 2-6 graphs
this trend using the Census Bureau measure of
relative income. The relative income measure for
an individual is his or her distance from the
iniddie of the income distribution adjusted for
differences in family size. A person with a
relative income of .25 has only one-fourth of the
income of a person in the middle of the
distribution; a person with a relative income of
2.00 has twice the income of a nerson in the
middle.

From 1964 to 1989 the percentage of persons with
low relative incomes (family size adjusted income
less than half or .50 of median income) increased
for all groups except those completing college.
For persons without a high school diploma, the
percentage with low relative incomes went from
23 to 38 percent; for those with a high school
education but no college, it went from 8 to 26
percent; and for those with 1 to 3 years of college,
it went from 6 to 10 percent. Only among
persons with a college degree did the percentage
with low incomes decline (from 6 percent in 1964
to 5 percent in 1989),

Figure 2-6. Percentage of persons having low relative income, by years of school completed:
selected years, 1964-89

40

30

20

Percent

10

0
1964 1969 1974 1979 1984 1989
A Did not finish W Completed O Completed ® Completed 4 years
high school high school; 1-3 years of college or more
no college college

SOURCE:

U.S. Burean of Census, Currens Population Reports, "Trends in Relative Income: 1964 to 1989," Series P-60, No. 177, table D.




Figure 2-7 and Table 2-5 give some indication of
the impact of college on relative income for the
years 1964 to 1989. With the median income for
the total indexed to 1, the relative median income
of those having 1-3 years of college was 1.43 in
1964 and 1.29 in 1989. For those having 4 years
or more of college, the relative median income
was 1.72 in 1964 and 1.75 in 1989.

For blacks, these trends were somewhat different. Among blacks
with 1-3 years of college the relative median was .98 in 1964 and .99
in 1989." Among bhcks_havig% 4 tglaa.rs or more of college, the
relative median was 1.49 in 1964 and 1.43 in 1989.

Education decreases differences in relative
income by race. The Census Bureau data show
that the higher the level of educational attainment,
the less the difference in relative median income
among groups by race and ethnic origin. Among
the total, the relative black median income as a
percentage of white median income was 57
percent in 1989. Among those with 1-3 years of
college, the relative median was 74 percent that of
whites, and among those with 4 or more years of
college, the relative median was 80 percent in
1989 (Figure 2-7).

Figure 2-7. African-American and Hispanic relative median income as percentage of white income, by years

of school completed: 1989

African-American

Total 4

12 years

13-15 years '

16 and over years

NOTE: Persons of Hispanic origin may be of any race.

Hispanic

Total 4§

12 years

13 -15 years )

16 and over years

SOURCE: U.S. Burean of Census, Current Popudation Reports, "Trends in Relative Income: 1964 to 1989," Series P-60, No. 177, table D.
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Table 2-5. Median relative income of persons aged 25 to 64, by race/ethnicity and years of school completed:
selected years, 1964-89

Ameran | Hispanic
. relative . relative
Years of school completed All races White Ay | Hispanic | incomeasa | lncomeds s
percentage of white relative
white relative :
income income
Total
1964 ... ... 1 1.06 0.52 NA 49.06% NA
1969 ..oeiiiiiain.. 1 1.05 058 NA 55.24 NA
1974 ... ..., 1 1.05 0.59 0.69 56.19 65.71%
1979 ... ..., 1 1.06 0.58 0.6% 54.72 65.09
1984 ................ 1 1.06 0.58 0.66 54.72 62.26
1989 ... ....iie... 1 1.06 0.60 0.63 56.60 59.43
Less than 12 years
1964 ... i, 0.93 1.01 0.55 NA 54.46 NA
1969 ................ 0.91 097 0.58 NA 59.79 NA
1974 ... ... ... 0.85 091 0.57 0.64 62.64 70.33
1979 ... 0.80 .86 052 0.64 60.47 74.42
1984 ..., 0.72 .78 049 0.58 62.82 74.36
1989 ....... ... 0.65 c.71 042 053 59.15 74.65
12 years
1964 ..., 1.23 125 0.84 NA 67.20 NA
1969 . .oiiiiiin. . 1.20 1.23 0.89 NA 72.36 NA
1974 ... ..., 1.17 1.20 0.87 0.98 72.50 81.67
1979 ... . L, 1.17 120 0.84 093 70.00 71.50
1984 ....... .. ... 1.11 1.15 0.79 0954 68.70 81.74
1989 ...l 1.08 1.12 0.77 0.87 68.75 77.68
13-15 years
1964 .....oiinnne. 143 146 0.98 NA 67.12 NA
1969 ... ov it 1.37 1.9 1.10 NA 79.14 NA
1974 ... ... L. 132 1.34 1.07 1.1 79.85 82.09
1979 ..o 1.2 1.32 1.01 1.02 76.52 77.27
1984 ..., 1.29 1.33 0.93 1.10 69.92 82.71
1989 ...l 1.2 1.33 0.99 1.10 74.44 82.71
16 years and over
1964 ..., 172 1.73 1.49 NAa 86.13 NA
196Y ... ... L. 1.7 171 1.65 NA 96.49 NA
1974 ... ... L. 1.67 1.68 1.46 1.40 86.90 83.33
1979 ...l 1€1 1.63 1.40 1.37 85.89 84.05
1984 ................ 1.71 1.74 142 143 81.61 82.18
1989 . ... ..., 1.75 1.79 143 1.49 79.89 83.24

NA - Not available.

NOTE: Persons of Hispaniv origin may be of any race.

SOURCE: Calculated from data in U.S. Bureau of Census, Current Popuiation Reports, "Treuds in Relative Income: 1964 to 1989," Serizs

P-60, No. 177, uble 2.
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Changes in Levels of Educa_ional Attainment:
1970-91

Given the goal of SSS to increase college
completion of disadvantaged students, and the
strong link between education and income seen in
the last section, the next part of the chapter
focuses on changes in educational attainment over
the period of interest -- 1970 to 1991.

The statistics on education attainment rates over
the period since the late 1960s show that for
students from disadvantaged groups there were
definite gains; however, these gains were slowed
by 1980, and in some cases, small declines
occurred in the 1980s. Only recently have there
been renewed increases.

High School Graduation

Overall high school graduation rates for the total
U.S. population aged 18-24 were 79 percent in
1970, increasing slightly to 82 percent in 1990.
The largest increases in completion rates have
occurred among African-Americans. The
percentage of African-Americans aged 18 to 24
graduating from high school increased from 59.5
percent in 1970 to 77 percent in 1990. Hispanic
rates were somewhat lower in 1990 than in 1980.
In the same period, white high school graduation
rates for those aged 18-24 have changed little,
going from 81.4 pcreent to 82.5 (Figure 2-8).

Figure 2-8. Percentage of 18- to 24-year-olds completing high schoel, by race/ethnicity: 1970-90

1970 1980 1990

African-American

White

1970 1980 1990

Hispanic

1970 1980 1990

NOTE: Persons of Hispanic origin may be of any race.
SOURCE:

1970 1980 1990

U.S. Burean of Census, Current Population Reports, "School Enrollment - Social and Economic Characteristics of Students:

October 1985," Series P-20, No 452, and unpublished tabulations for %r 1990.




Figure 2-9 gives high school completion rates for
those aged 25 to 29 years (graphic) and for the
total population over 25 years of age (tabular).
As can be seen from the tabular section of Figure
2-9, completion rates have continued a slow rise
for all racial/ethnic groups when one considers the
total population over age 25. However,
consideration of the rates for those in the age
group 25 to 29 years indicates that for all
racial/ethnic groups, rates of increase leveled in
the 1980s, and small declines occurred from
points reached at some date in the 1980s.

For whites, high school completion for those aged
25 to 29 peaked at 87.8 percent in 1981 and was
at 85.8 percent in 1991. For blacks, the
completion rate for those aged 25 to 29 peaked at
83.4 percent in 1986 and was at 81.7 percent in
1991. For Hispanics, the rate peaked at 62.3
percent in 1988 and was at 56.7 percent in 1991.%

These estimates from the Current Population Survey are subject to
sampling errors, and small changes in individual years may reflect
- sampling error rather than actual change.

Figure 2-9. Percentage of population who have completed 4 years of high school or more, by race/ethnicity:

selected years, 1965-91

Percentage of population aged 25 to 29 years

Percent

1965 1970 1975

A All students ]

1980 1985 1990 1995
White Q  African- @ Hispanic
American

Percentage of population 25 years
or older who have completed high school

Year All White :L’:;. Hispanic
1965 49.0 513 272 NA
1970 552 574 33.7 NA
1975 62.5 64.5 a5 379
1980 68.6 70.5 512 453
1985 739 75.5 9.8 479
1990 716 79.1 662 50.8
1951 784 799 66.7 513

NA - Not available.

NOTE: Beginning with 1988, a new edit and tabulation package has been introduced. Persons of Hispanic origin may be of any race.
SOURCE: U.S. Bureau of Census, Curren; Population Reports, "Education Attainment in the United States: March 1991 and 1990,” Series

P-20, No. 462, table 18.

Rem————— .
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Participation in Higher Education

College enroliment rates show the same trend of
increase in the 1970s, followed by less change in
the 1980s. Three statistics are commonly reported
to measure college enrollment by the Census
Bureau’s Current Population Survey: (1) the rate
of all 18- to 24-year-olds who report they are in
college on the October day of the survey; (2) the
rate of high school graduates 18 to 24 years old
who report they are in college; and (3) the rate of
14- to 24-year-old high school graduates who
report they have ever enrolled in college. As
might be expected, the latter category contains the
highest percentages. Trends for minority
populations look somewhat different depending on
which statistics were used to compute them.
Figures 2-10 and 2-11 summarize data from 1967
to 1991. Figure 2-12 summarizes data from 1970
to 1990 (see Appendix Table B-1 for the comnplete
data).

College Enrollment Rates of All 18- to 24-Year-
Olds: 1967-91. As can be seen in Figure 2-11,
the enrolled in college rates for all 18- to 24-year-
olds in the United States increased modestly
between 1967 and 1991, from 26 percent in 1967
to 33 percent in 1991.

The highest level of increase over the period was
among African-Americans. College enrollment
for this group was 13 percent in 1967, and had
risen to 22 percent by 1976. Between 1977 and
1988 there was little increase, and a small decline
down to 19 percent occurred in 1983. In 1991,
234 percent of 18- to 24-year-old African-
Americans were enrolled in college.

For Hispanics enrollment rates were 13.4 percent
in 1972 and 17.8 percent in 1991. Rates for
Hispanics also peaked in the mid-1970s at 20
percent in 1975.

Figure 2-10. iigxsr_;)lsl’l{xent rates of all 18- to 24-year-olds in institutions of higher education: selected years,

40
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1970
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1980

O  African- L ] Hispanic

American

NOTE: Data represent all 18- to 24-year-olds enrolled in college in October of survey year. Persons of Hispanic origin may be of any race.
SOURCE: U.S. Bureau of the Census, Current Population Survey, unpublished data. As included in the Digest of Educational Statistics, 1991,

table 173,
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College Enroliment as a Percentage of iligh
School Graduates. Overall, the rate for wigh
school graduates entering college has gone from
34 percent in 1967 to 39 percent in 19¢1 (Fizure
2-11). Statistics on college enrollment as a
percentage of high school graduation rates are
highly infleenced by the percentage of peop.c
graduating from high school and show less
teridency to increase than do the figures for total
enrollment.

African-Americans, the group having the largest
increase in high school graduation rates, went
from 23 percent college enrollment in 1967 to a
peak of 32 percent in 1976. Rates since then have
fluctuated, ranging from a low of 25 percent in
1985 and 30 percent in 1990. In 1991 they were
28 percent. Hispanic college enrollment as a
percentage of high school graduation rates has
also fluctuated and was 24 percent in 1972 and 31
percent in 1991, with a high of 35 percent in
1976.

Figure 2-11. Enroliment rates of high schoul graduates aged 18 to 24 in institutions of hisher education:

196791

Percent

1970

A All students

B Whit

1980 1990

O  African- o
American

Hispanic

NOTE: Data represent all high school grduates enrolled in college in October of survey year. Persons of Hispanic origin may be of any race.
SOURCE: U.S. Burean of the Census, Currem Population Survey, unpublished data. As included in the Digest of Educational Statistics, 1991,

:able 173.
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Percentage Ever Enrolled in Codlege. The ever
enrolled rates for the total U.S. high school
graduates aged 14 to 24 were at 52 percent in

Table 2-6. Enrollment rates of all 18- to 24-year-
olds, by family income, 1986-90

1970 and at 59 percent in 1990 (Figure 2-12).

Family income (nominall ;5ec | 1967 | 1988 | 1989 | 199

Rates for African-Americans were 39 percent in dollars)
1970 and 48 percent in 1990. Rates for Hispanics 09999 ............ 193 220 203 254 263
were 37 percent in 1970 and 45 percent in 1990. 10,000-19,999 . ... ... 188 185 203 197 197
20,000-29.999 .. ..... 225 249 285 223 237
Differences in College Participation by Family 30,000-39.999 . ... ... 349 344 394 324 340
Income 40,00049.999 . ... ... 45 422 501 369 416
Children from families with high income levels 500004 ........... 507 553 577 543 530
are almost twice as likely to be enrolled in college
as those from low-income families. Table 2.6 Low .ooovieenannnn 187 201 192 229 236
gives college enrollment rates for all 18- to 24- Middle ............ 285 289 316 274 290
year-olds from 1986 to 1990 by income level. In High ............. 507 553 577 543 530
1990, about one-fourth (23.6 percent) of 18- 10 All.....ooooin... 277 296 302 308 320

24-year-olds from families with low income were
enrolled compared with 53 percent for those from
high-income families. These data starting at 1986
also show the increase in participation from a low
point of 28 percent in 1986 to 32 percent in 1990.

SOURCE: Curent Population Survey, October 1986 through 1990.
.+~ -~ " |

Figure 2-12. Percentage of 14- to 24-year-old high school graduates who were ever enrolled in college:
1970-90

Percent

1970 1975 1980 1985 19%0

A Al sudents B whit O  African-

American

L Hispanic

NOTE: Data represent high school graduates who have ever enrolled in college as of October of survey year. Persons of Hispanic origin
may be of any race.

SOURCE: U.S. Burean of the Census, Curreat Population Survey, unpublished data. (This table was prepared June 1951). As included in
Deborah Carter and Reginald Wilson, Minorities in Higher Education, American Council on Education, 1991.
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College Participation Rates of Dependent
Students. College participation of dependent high
school graduates by income level are presented in
Figure 2-13. It should be noted that these figures
represent only dependent 18- to 24-year-old high
school graduates who were enrolled in college as
of October of the study year, and hence college
participation rates are higher than for the total 18-
to 24-year-olds (presented in Figure 2-11 and
Table 2-6). The figures are of use, however, in
comparing participation changes over time.

Just over half of the 18- to 24-year-old high
school graduates (54 percent) are dependent
(nonmarried and living in a household headed by
a parent or sibling). Overall their college
participation rate is about 51 percent. Independent
18- to 24-year-olds (those with their own
households or who are married) have about-an 11
percent participation rate overall, and a 7 percent
rate for African- Americans (Carter and Wilson,
1989).

For all dependent high school graduates in 1988,
the rate of college enrollment was 63 percent for
those frr1 high-income (top quartile) families and
37 percent for those from low-income families
(bottom quartile). Among African-Americans the
college enroliment rate for low-income dependents
was 30 percent. For Hispanics the corresponding
rate was 35 percent. Rates for middle income (the
middle two quartiles) were 36 percent for African-
Americans and 46 percent for Hispanics.

The data indicate that the percentage of dependent
low-income minority high school graduates
enrolling in college declined between 1976, the
peak year, and 1988, the last year for which we
have data. In 1976 about 40 percent of low-
income dependent African-American high schocl
graduatss enrolled in college (compared with 30
percent in 1983), and 50 percent of low-income
dependent Hispanic s gh school graduates enrolled

”

Figure 2-13. Enrollment rates of dependent high school graduates aged 18 to 24 in institutions of higher
education, by income, and race/ethnicity: selected years, 1973-88
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Data represent the percent of 18- to 24-year-old high school graduates who are dependents that are earolled in college. Dependents

have higher participation rates than graduates who are not dependents. Persons of Hispanic origin may be of any race.

SOURCE: U.S. Department of Commerce, Bureau of Census, Current Popalation Survey, as included in Deborah Carter and Reginald Wilson,

Minorities in Higher Education, American Council on Education, 1989.
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(compared with 35 percent in 1988). These
percentages are affected by the percentage of
students graduating from high school, which show
small increases for the period as a whole, and
larger increases in certain years. For example,
high school completion rates for dependent low-
income African-American youth in the 18 to 24
year age group were 57.2 percent in 1973, 58.2
percent in 1976, 66.1 percent in 1987, and 61.2
percent in 1988 (data not shown).

College Completion. Figure 2-14 presents
college completion rates for those aged 25 to 29
years (graphic) and for the total population over

completion for the total population over age 25
has doubled, from 9.4 percent in 1965 t; 21.4
percent in 1991. For African-Americans, the rate
has gone from 4.7 percent to 11.5 percent. For
Hispanics, the rate has gone from 6.3 percent in
1975 to 9.7 percent in 1991.

Considering only those aged 25 to 29 years, one
sees that the increases have slowed in the 1980s.
In 1980 the rate was 22.5 percent for the total,
and in 1951 it was 23.2 percent. For African-
Americans, the rate was 11.6 percent in 1980 and
11.0 percent in 1991. For Hispanics, the rate was
7.7 percent in 1980 and 9.2 percent in 1991.

25 (tabular). Since 1965 the rate of college
m

Figure 2-14. Percentage of the population who have completed 4 years or more of college: selected vears,
1965-91

Perceatage of population aged 25 to 29 years

Percent

1965 1970 1975 1980 1985 1990 1995

O African-
American

B Wit @ Hispanic

Percentage of population 25 years and aver who
bave compieted 4 years or more of college

African-

Year All White Amerk Hispanic
1965 94 9.9 4.7 NA
1979 11.0 11.6 4.5 NA
1975 139 14.5 64 6.3
1980 17.0 178 79 7.9
1985 194 20.0 111 8.5
1990 21.3 220 113 92
1991 214 222 115 9.7

NA - Not available.

NOTE: Beginning with 1988, a new edit and tabulation package has been introduced. Persons of Hispanic origin may be of any race.

SOURCE:  U.S. Bureau of Ceasus, Currens Population Reports, "Education Attainment in the United States: March 1991 and 1990," Series
P-20, No. 462, table 18.
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Interestingly, by 1989 rates of college completion
for the total population, and for minorities, was
highest in the group aged 35-44 (29 percent for
whites, 17 percent for blacks, and 11 percent for
Hispanics; Census Bureau data not shown). This
reflects the fact that many people are completing
college at later years, as well as the relatively
higher enrollment rates of the mid-1970s
compared with the 1980s for some groups.

Distribution of Bachelor’s Degrees Awarded

Another way of looking at educational attainment
is number and distribution of degrees awarded.
The number of bachelor’s degrees awarded in the
United States was 839,730 in 1970, 935,140 in
1980, and 1,407,000 in 1990. Of the 1989-90
degrees, 84.5 percent were awarded to whites (and
other nonclassified races), 5.8 percent to African-
Americans, 3.0 percent to Hispanics, 3.8 percent
to Asians, .4 percent to Native Americans, and 2.7
percent to nonresident aliens (Figure 2-15). The
comparison with 1976-77 indicates that the
percentage of degrees awarded to whites has
declined by about 4 percentage points, while the
percentage awarded to Asians, Hispanics, and
nonresident aliens has increased. The percentage
awarded to blacks, while slightly lower in 1990
than in 1977, remains within 1 percentage point of
the 1977 figure.

First Generation.College

Two-thirds of students served by SSS must be
first generation college and low-income students
or physically handicapped. The other third must
be low income or first generation or physically
handicapped. For this reason, statistics on first
generation college are of interest. In 1990, about
438 percent of all bachelor’s degree recipients were
first generation college (neither mother nor father
has a baccalaureate degree). Among minorities,
63 percent of African-American, 61 percent of
Hispanic, 57 percent of Native American, and 40
percent of Asian graduates were first generation
college (Figure 2-16). The percentage of total
undergracuate students who are first generation is
higher, 64 percent according to NPSAS 1989-90

2-21

data. Among college freshmen it has been
estimated that about 40 percent have fathers who
completed college and about 32 percent have
mothers who have completed college (CIRP data).

Figure 2-15. Percentage distribution of bachelor’s
degrees awarded by race/ethnicity:
1976-77 and 1989-90

Percentage of U.S.

Popuiation, 1969
o v P 4
d . SRR < .5
121 1976-17
R 1989-50

*The catzgory "white, not Hispanic" includes those in "other”
racial/ethnic categories in addition to whites.

SOURCE: U.S. Department of Education, National Center for
Education Statistics, Integrated Postsecondary
Education Data System (PEDS), "Completions™
survey.
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Figure 2-16. Percentage of 1990 bachelor’s degree
recipients who are first generation
college, by race/ethnicity

100

80

Total White, African-  Hispanic Asian Native
not Hispanic American, American
pot Hispanic

NOTE: First generation is defined as neither parent having a
bachelor’s degree.
SOURCE: National Center for Education Statistics, 1951 Recent

College Graduates Survey, uapublished tabulations.
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College Retention Rates

The specific purpose of SSS is college retention
and graduation. College graduation rates range
from over 90 percent in a few highly selective
schools to less than 20 percent in some 2-year
institutions. A survey conducted in 1990 found
that retention rates to the second year were about
70 percent nationwide (rate calculated on basis of
percentage of full-time, first-time freshmen).
About 49 percent of those enrolled received a
baccalaureate degree within 6 years and about 53
percent ultimately graduated from the institution
(Figure 2-17). Among students at 2-year schools,
about one-third ultimately graduated from the 2-
year institution. These figures do not include
students that dropped out of institutions and
continued elsewhere, so they underestimate the
percentage of students beginning college who
eventually complete it.

Retention Rates for Underrepresented Groups.
It is difficult to obtain national information on
retention rates for undemepresented groups;
however, in 1989, African-Americans were about
9.4 percent of undergraduate enrollment but
obtained only about 5.6 percent of 4-year degrees.
Hispanics were about 5.7 percent of undergraduate
enrollees and obtained 3.0 percent of degrees.
Asians were 3.9 percent of enrollment and
obtained 3.6 percent of degrees. Native
Americans were .8 percent of enrollment and
obtained .4 percent of bachelor’s degrees.

Some studies have been done in specific fields.
For example, the Engineering Manpower
Commission found that the 1983-84 to 1987-88
graduation rate was 63.9 percent for all
engineering students and 36.9 percent for
underrepresented groups (blacks, Hispanics, and
American Indians; Friedman and Kay, 1990).

Figure 2-17. Retention rates at higher education institutions: United States

Still enrolled after 1 year

Receive baccalaureate
degree within 6 years

Ultimately graduate from
institution granting
baccalaureate degrees

Ultimately graduate from
2-year institution E

80 100

Percentage of full-time,
first-time freshmen

SOURCE: Higher Education Surveys, Survey on Retention at Higher Education I nstitutions (HES 14), Figure 1, U.S. Department of Education,

1991 (survey conducted in 1990).
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Retention and Institutional Characteristics.

students. Among open admissions schools the
percentage retained to the second year was 56
percent, compared with 78 percent among those
with no open admissions. For those schools with
mean SAT verbal scores above the median, the
percentage of students ultimately graduating was
62 percent compared with 42 percent for those
As can be seen from Table 2-8, retention rates are with mean SAT scores below the median (Table
significantly different depending on admissions 2-8).

policy and academic ability measures of incoming

Studies show that retention rates among
institutions are most highly correlated with the
entering characteristics of students and institution
selectivity. Tables 2-7 and 2-8 indicate the
variation in rates by institutional characteristics.

Table 2-7. Retention and transfer rates at higher education institutions, by institutional characteristic:
United States
; Freshmen who ultimately graduate
Freshmen in fall | Freshmenin fal from instinution ;
1988 who were 1984 who First entered
Institutional characteristic : completed institution
enrolled in fall 3 Comparable to
1959 bachelor ¢ degree preceding All institutions | ‘hrough transfer
y 1985- column’
(percent of full-time, first-time freshmen) (percent)
Total ......oovnienn.. 70% 49% 53% 48% 16%
Type
Doctoral . .......... 81 57 59 59 16
Comprehensive .. .. .. 74 42 47 43 19
Baccalaureate . ... ... 75 51 53 52 12
Two-year .......... 58 - - 33 16
Control
Public ............ 68 45 50 44 18
Private ............ 76 56 61 60 12
Enrollmeat size
Less than 1,000 .... .. 63 35 46 44 15
1,000-4999 ....... 66 51 55 45 17
5000 0ormore ....... 74 50 53 50 16
Region
Northeast .......... 76 56 61 54 1t
Central . ........... 69 52 55 52 15
Southeast .......... 68 42 48 43 18
West ............. 66 44 51 44 21
- Too few cases for a reliable estimate.
'This measure was typically based on estimates, rather than precise statistics. It is retained because it received a higher response rate than the
6-year baccalaureate completion rate. Respoadents include schools granting 2-year degrees as well as those granting reate degrees.

’dCalaﬂztad only for schools for which a 6-year baccalanreate completion rate was available. Does not include schools granting only 2-year
egrees.

3ncludes specialized institutions. Specialized institutions are not listed separately because there are too few cases for a reliable estimate.
SOURCE: Higher Education Surveys, Survey on Retention at Higher Education Institutions (HES 14), Table A, U.S Department of Education,
1991 (survey cond in 1990).
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Table 2-8. Retention at higher education institutions, by institution selectivity and by admissions: United

States
Freshmen in fall 1988 Freshmen in fall 1584 Freshmen who
Selectivity/admissions characteristic who were enrolled in who o.omplewd ultimately graduate
backelor's degree by e
fall 1989 198990 from institution
Selectivity (percent of full-time, first-time freshmen)

Mean SAT score (verbal) of entering freshmen

Belowmedian . . .............. ...t 70% 37% 42%

Abovemedian... ..................... 84 62 64
Mean SAT score (math) of entering freshmen

Belowmedian . . ............... ... ... 70 34 40

Abovemedian.............. ... ... ..... 82 60 62
Mean composite ACT score of entering freshmen

Belowmedian . ... ....oovvviinieen e, 62 32 37

Abovemedian.............. ... ... ... 76 51 55
Percentage of entering freshmen in top 25% of high
school class

Belowmedian . ... ........... ... 65 32 38

Abovemedian . .. ........... . il 79 S5 58
Mean high school grade point average

Belowmedian................ccinin.. 66 35 37

Abovemedian ... .......... ... . L. 79 St S5

Admissions process

e 70 49 48
Type of admissions

Open admissions forall students . ........... 56 - 32

Open admissions for some students . ......... 73 40 48

No open admissions . . ................... 78 53 57
Procedures at institutions without open admissions
for all students
Sometimes waive admissions standards

Yes oo i 78 50 54

NO ot ettt e i e e e 75 50 55
Set standards to assure academic success

Yes o e e e 77 51 58

NO t ittt e i i e - - --
Consider nonacademic factors

b C Ceesei i sieeaaaens 79 56 59

NO ittt e e e 75 45 51
Accept marginal students

Yes .o e 76 48 53

£ 79 57 59
Try to increase retention through admissions

XS it e e e e e 78 52 55

NO et e e e 72 44 49

-- Too few cases for a reliable estimate. .
SOURCE:  Higher Education Surveys, Survey on Retention at Higher Education Institutions (HES 14), Tables A-6 and A-7, U.S. Department
of Education, 1991 (survey conducted in 1990).
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Higher Education Changes

Over the period since the mid-1960s, when TRIOC
began, and 1970, when SSS began, there have
been two significant changes in the composition
of higher education in the United States that are
important in consideration of the role of the
federal SSS program.

®  The development of the local community
based 2-year college movement with its
dedication to both open access and lifelong
leaming; and

®  The growth in developmental programs and
student services on college campuses with
corresponding professional staff.

Growthi in Two-Year Enrollments. In 1965,
27.8 percent of first-time freshmen were in 2-year
schools. By 1989, 50 percent were in 2-year
schools” In numbers, most of this growth has
been in the public 2-year schools that enroll 88
percent of freshmen in 2-year schools. However,
private 2-year school enrollments have also
increased over the period. Public 2-year freshman
enrollment increased by 199 percent between 1965
and 1989, and private 2-year enrollment by 166
percent. Overall freshman enrollment increased
by 63 percent, and 4-year public freshman
enrollment increased by only 19 percent. Private
4-year freshman enrollment increased by only 3
percent.

Two-year institutions are the major means of
access to higher education for most poor and
minority students, but the overall student
completion rates at these institutions are low.
Following the progress of students who graduated
from high school in 1980 and entered community
colleges, we find that by 1986, 42 percent had left
school without completing a degree or certificate
program designed to be completed in 2 years or
less (Goodwin, 1989). Only 19 percent had
completed a 1- or 2-year program and the rest
were still enrolled. For African-Ainerican
students, over half (51.1 percent) had left without

U.S. Department of Education Fall Enroliment Surveys, Digest of
Education Statistics, 1991, table 169.
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completing a program. Siudents with lower high
school achievement also had higher than average
rates of leaving without a degree or certification
(53.3 percent for low achievers compared with
29.1 percent for high arhievers).

Growth in Developmental Education on College
Campuses. The period since the 1960s has seen
a growth of the field of developmental or remedial
education on both 2- and 4-year campuses with
accompanying counseling and learmning center
services and in the professions and academic
disciplines to support this movement. While this
was not an entirely new phenomenon (in 1894,
over 40 percent of entering students in American
colleges were preparatory students), from 1920
until the late 1960s college preparation and
remediation were tasks generally assigned to 2-
year colleges. By 1970, a number of factors, such
as a change in enrollment pattems of entering
freshmen, a decline in high school achievement
levels, and a transition to open admissions on the
part of many colleges, resulted in a new focus on
remediation. These changes occurred at the same
time the technological demands of the work place
were increasing. "These phenomena collided and
remedial courses, support activities and services
quietly appeared on campuses.""

In 1970, when the federal Student Support
Services program began, few 4-year colleges
offered developmental or remedial programs. By
1985, almost all (82 percent) college campuses
reported to a national Departinent of Education
Fast Response Survey System (FRSS) study that
they had at least one remedial/developmental
course, and that an estimated 25 percent of
students took developmental math and 21 percent
took developmental writing.

In the same FRSS survey, college respondents
estimated that about 29 percent of freshman
students needed remedial reading, 32 percent
needed remedial writing, and 37 percent needed
remedial math. In open admissicn schools,

California Postsecondary Education Commission, Promises to Keep,
Remedial Education in California Colleges and Universities,
Sacrameato, California, 1983,




estimates ranged from 32 percent needing reading
to 42 percent needing remedial math.

System-wide state equal educational opportunity
programs providing funding for student support
activities have also grown. By 1987 highly
developed programs were present in at least 10
states according to a joint report of the State
Higher Education Officers and the Education
Commission of the States.

SSS Role. The federal SSS programs can be
viewed as both a part of this movement and as a
catalyst to this movement. SSS is a concrete
manifestation that there is a national will to have
higher education serve disadvantaged and
underrepresented youth. At the same time the role
of the SSS projects in direct delivery of service
amid the growth of a professional group of
developmental educators is impacted.

Implications for the SSS Study

What do these context trends tell us for the SSS
Study?

®  Economic distress levels as measured by
poverty and income inequality for the
population as a whole, and for
underrepresented groups, have not improved
siiice about 1969.

¥ Some gains have been made in relative
income for married couple African-American
families, but not for such Hispanic families.

®  Anestimated 30 percent of 17-year-olds meet
the SSS income eligibility level and about 54
percent of Hispanic and African-American
youth meet this requirement. In 1991, an
estimated 1 million 17-year-olds were in
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ramilies with incomes of less than 150
percent of poverty.

Significant gains have been made in high
school graduation and college completion
rates by underrepresented groups; however,
most of these gains were made in the 1970s
arnd rates reached a plateau in the 1980s.
Only recently have rates begun to show some
increase again.

The economic disadvantages of not
completing high school and college have
increased.

" Education remains a primary means of

lessening economic
underrepresented groups.

inequality for

Four-year college graduation rates within the
country remain at about 50 percent and are
significantly lower for groups traditionaily
underrepresented in higher education.

Two-year colleges are now the first entrance
to college for half of students.

About 49 percent of 1990 college graduates
were first generation (neither mother or father
had completed a baccalaureate degree).
Among the total undergraduates (2-year and
4-year), about 64 percent are first
generation).

The last 20 years have seen the
institutionalization of developmental
programs with corresponding professional
staff on college campuses.

o
J




3. STUDIES OF STUDENT RETENTION AND EVALUATIONS
OF SUPPLEMENTAL SERVICES

There is a large body of studies on student
retention that has relevance for the SSS
evaluation. The review presented below is not
intended to be exhaustive, but rather to summarize
and draw attention to those issues and findings of
most relevance to the study. In this section we
present a summary of selected findings from three
types of related research:

®  Student-based predictors of academic success
and students’ reasons for leaving college;

® Institutional characteristics related to
retention and strategies to increase retention;
and

®  Specific studies of SSS programs and studies
of nonfederal but SSS-like projects.

Highlights

® Studies of student persistence show the
importance of academic factors, as well as
noncognitive and student integration factors,
in predicting retention.

®  Researchers have found that a positive self-
concept, realistic self-appraisal, ability to deal
with racism, preference for long-term goals
over more immediate short-term needs,
availability of strong support person,
successful leadership experience, and demon-
strated community service are among the
noncognitive factors related to academic
success.

®  Among the college experiences related to
persistence, researchers have identified the
importance of the fit between the student and
the institution, the experiences of the
freshman year, living on campus, attending
full time, effective advising, participating in
campus activities, and having the friendship
of at least one faculty or staff member.

® The reasons most frequently reported by
students for leaving college, in order of
importance, are academic reasons, financial
concems, motivational issues, personal
concemns, military service, and taking a
full-time job.

® Institutional policies promoting social and
academic integration and increasing time
spent on course work are viewed as having
the most potential for increased retention of
disadvantaged students.

® In previous studies, differences in persistence
and GPA outcomes between students receiv-
ing and not receiving SSS and SSS-like
services, when they have been found, have
been small and to some extent inconsistent.

Student-Based Predictors of Academic Success
and Reasons for Leaving College

Studies of both academic persistance and the
reasons students leave college are influenced by
the type of information available to researchers
(i.e., information in college data bases and, less
frequently, that collected in exit surveys), as well
as theoretical considerations and the desire to
develop effective retention practices. The issue is
not simply what factors are related to persistence,
but also which of these factors an institution may
be able to control.

Factors Students Bring to College

Factors reflective of past academic success and
preparation such as high school grade point
average (GPA), class rank, SAT scores, and
completion of a ccllege preparatory curriculum
have consistently been found to be related to
college success; nonetheless, researchers disagree
over the relative importance of these factors and
their applicability for poor and minority




populations in predicting persistence (Cross and
Astin, 1981).

Specifically, researchers have found that past
academic success is less useful in predicting
minority student outcomes. They note that
noncognitive dimensions are as important or more
important to college success than are the
traditional academic dimensions (Astin, 1975;
Tinto, 1975; Sedlacek and Brooks, 1976).

Sedlacek and Brooks identified seven
noncognitive variables that are related to academic
success: (a) positive self-concept; (b) realistic self-
appraisal; (c) understanding of and ability to deal
with racism; (d) preference for long-term goals
over more immediate, short-term needs; (e)
availability of a strong support person; (f)
successful leadership experience; and (g)
demonstrated community service. Tracy and
Sedlacek (1985) developed the Non-Cognitive
Questionnaire (NCQ) to assess these dimensions.
They have found that the NCQ was content valid
and more predictive of first- and third-semester
GPAs for both whites and blacks than were SAT
scores. The NCQ was highly predictive of biack
students’ persistence after three semesters.

Student Integration and Institutional Fit

Other studies, particularly those focused on the
on-campus behavior of students, have stressed that
student persistence is a process affected by the
student’s academic and social integration into the
institution (Bean, 1980; Spady, 1971; Tinto,
1975). These models consider student
characteristics, institutional environment, and the
degree of compatibility between the two.

The college environment comprises university
mission, administration, staff/faculty, facilities,
student support services, and quality of the
student-instructor and student-student interaction
(Ponce, 1988). The greater the compatibility
between the students and the institutions; the
higher the probability the student will continue.
Compatibility is explained by two key concepts:
academic integration and social integration.

Exhibit 3-1 is a copy of Tinto’s model of student
departure. These models and other related studies
stress relationships between college persistence
and commitment to the institution, first semester
GPA, use of campus facilities, informal contacts
with teachers, feelings of alienation,
environmental congruence, developing coping
strategies, external commitments, career goals, and
aspirations (Tinto, 1987; Edmunds and McCurdy,
1988).!! These models have received support
from studies by Terenzini and Pascarella, 1977,
and Terenzini, Lorang, and Pascarella, 1981.

Some specific on-campus activities have been
found to be associated with college persistence
toward graduation (Astin, 1975; Beal and Noel,
1980; Lenning, Beal, and Sauer, 1980; Webb,
1987). They include the following:

® Receiving effective academic and career
advising;

s Living on campus;
® Working on campus;
8 Participating in campus activities;

®  Having the friendship of at least one faculty
or staff member;

®  Making the proper institutional fir;
8 Attending fuli time;

8 Interacting frequently with students, faculty
and staff;

®  Making progress toward a goal.

Importance of time. Researchers have also
stressed the importance of having enough time
and the motivation to spend time on studies and
campus life. Astin (1985) notes "the extent to
which students are able to develop their talents in
college is a direct function of the amount of time

"Not all students leave permanently. Students who leave school may
retum later (to the same institution or another) and complete a degree
or certificate.

3-2
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they devote to activities designed to produce these
gains."

Importance of Freshman Year. A number of
researchers have roted the importance of the
freshman year, regardless of the age of the
student. Following from this observation is the
recommendation that institutions reallocate faculty
and other institutional resources toward increased
service to first and second year undergraduate
students.

Supportive Environment. Other researchers
have stressed that the most important aspect of an
effective retention program is a supportive and
encouraging environment created by and for the
students to counteract obstacles such as ethnic
isolation and alienation (Landis, 1985).

Describing the Leaving Process

A focus on why students leave gives additional
insight into college retention. Pantages and
Creedon (1978) examined 100 studies and found
the following reasons for student withdrawal (in
order of frequency): academic matters; financial
difficulties; motivational problems; personal
considerations;  dissatisfaction with coilege;
military service; and taking a full-time job.

Special Concerns of Minority Students. While
all students face adjustment to college, research on
the concems of minority students encountered at
predominately white campuses ind" _ated that some
problems are uniquely and/or specifically
encountered by them. These concems have been
summarized by Ponce (1988). The most
frequently reported concems, noted by Valdez,
Baron, and Ponce, 1987; Flemming, 1984; Duran,
1983; Young, 1983; Baron, Vasquez, and Valdez,
1981; Nieves, 1977; Sedlacek and Brooks, 1576,
include the following:

®  Adjustment to college;
B Academic performance;

®  Financial resources;

®  Feelings of loneliness and isolation;
®  Racial/ethnic identity development;
m  Feelings of alienation or not belonging;

®  [ssues of entitlements (which pertain to a
feeling of not deserving to be in college);
and

® JLack of connection to the college
environment.

Interviews with American Indian students who
dropped out of postsecondary institutions
(McDonald, 1978) revealed these reasons:

®  Poor quality of previous education;

8 Inadequate personal finances;

® Institutional racism;

®  Individual incidents of racial discrimination;
®  Lack of role models; and

®  Cultural differences between students and
their colleges.

For some students, only a few conditions pertain,
but for other disadvantaged students these barriers
are perceived as building upon one other,
effectively creating a cumulative brick wail
blocking school completion.

The most commonly cited reasons for leaving and
for having problems in school are described in the
following paragraphs.

Financial Barriers. The most obvious barrier to
attendance is lack of funds to pay twition and
support while in school. Even attending an
institution with low tuition requires forgoing
income, a trade off that many students from poor
families can not afford to make. Disadvantaged
students may compromise between school and
work by becoming part-time students and working
while in school, but this approach is tiring, makes
it hard to find time to study, and lessens the
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bonds to an institution. It also means taking more
years to complete a degree-- more years in which
to become discouraged.

Limited Financial Assistance. Federal student
aid programs were created to offset some of the
financial barriers to higher education, but the real
monetary value of aid (in relation to college costs)
has declined over the past decade. Furthermore,
the policy shift from grants to loans in the mid-
1970s may have discouraged students from poor
families who did not want to take on sizeable
debt. Some observers have argued that this policy
led to the leveling of minority enroliment that
occurred in the 1980s. In addition, recent policies
that penalize institutions with high default rates
has hit hardest at those institutions with large
minority enrollments and may discourage those
and other institutions from recruiting minorities.

Poorer Academic Preparation. Given the links
between family income and high school
achievement, students from poor families who
manage to enter college are likely to find
themselves at an academic as well as an economic
disadvantage. Poorer academic preparation may
have independent effects, however. Students may
become discouraged by their performance or
grades. If they are referred to remedial or
developmental courses, they may feel out of the
mainstream; and if the courses are not credit
bearing, it will further slow their progress toward
a degree.

Less Support from Home and Family. First
generation college goers do not have the family
connections to college that often smooth. the way
for other students. Because aspirations zre formed
throughout youth, students whose parents did not
attend or complete college may limit their own
horizons because of their parents’ lack of
knowledge. Even though students often express
high educational expectations in surveys, they
may not really expect to attend postsecondary
educational institutions. Even if they attend, they
may not truly expect to graduate. In their home
communities they may have had fewer
opportunities to know college graduates and to see
the benefits of completion.

Psychological Adjustment to Campus Life.
Minority students, particularly black students,
often face a tough choice deciding whether or not
to attend a predominantly black college. Colleges
with a predominately black student body may
have fewer resources and curricular choices than
other schools; on the other hand, students may
feel more comfortable at such institutions. In
contrast, black students who opt for institutions
with few minority students may have greater
difficulty in adjusting to the campus environment.

Rites of Passage. Other approaches view the
college years as including different stages with
different pressures and expectations (Tinto, 1987).
This theory is triggered by findings that college
leaving is highest in the freshman year--and
within that year, in the first few weeks or months.
This evidence suggests that the pressures during
the first year are different and possibly unique
froin those students face at later points.

To explain the difference between freshman year
and the rest of college, Tinto argues that the end
of high school and first year of college represent
a rite of passage, a period in which the individual
must separate himself or herself from a familiar
situation or setting to enter a new and largely
unknown environment. This is a risky period at
best, and the risks are presumably greatest for
those to whom the changes are the most profound
or most unexpected.

According to the theory, the students most likely
to leave -~llege in the first year are those who
experier. . the greatest incongruence or isolation.
Incongruence is the feeling or experience of not
fitting within the academic or social atmosphere
of the institution or of not seeing oneself as fitting
into college as a whole. Isolation means not
making sufficient contact with an institution to be
integrated into the system. Although some
students will stick it out no matter how great the
pressures of transition, students for whom college
is vastly different from their previous experience
or expectations will feel greater amounts of
incongruence. Those who try to offset some of
the pressure of transition to college by living at
home and commuting to college may avoid the




pain of separation, but may also be more likely to
feel isolated from school life.

Viewed from the perspective of the theory, the
barriers to completion cited earlier take on a
different role. Rather than working directly on the
student (e.g., shortage of funds or inadequate aid
leads to working, part-time enroliment, less time
to study, and hence poor grades), the barriers are
conditions that may increase the pressures of
transition and foster the incongruence or isolation
students experience. They may help explain why,
given two students faced with a similar degree of
isoiation from campus, one remains in school and
one leaves.

Research on Institutional Characteristics that
Promote Retention

There has been much discussion about institu-
tional characteristics that promote retention of
disadvantaged students; however, it is very
difficult to specifically link these conditions to
increased relative retention rates. We mention
below a few such attempts.

Clewell and Ficklen (1986) attempted to pick
institutions for a study of exemplary programs by
use of both a linear regression model designed to
choose schools with higher than expected minority
student retention and expert recommendation.
They ended by relying more on the expert
recommendations. Four schools were studied in
depth, and the study identified a number of
common characteristics of the institutions:

® The presence of an explicit policy on
minority enrollments;

® A high level of institutional commitment;

® A substantial degree of institutionalization of
the programs;

®  Comprehensiveness of services;
8 Dedicated staff;

8 Systematic collection of data;
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#  Monitoring and followup;
®  Strong faculty support; and
® Nonstigmatization of participanis.

Richardson (1989) has identified exemplary
institutions based on the difference in white and
minority graduation rates and the changzes
institutions have undergone in enrollment and
graduation. Richardson, Simmons, and de los
Santo (1987) conducted a study of 10
predominantly white institutions that have
achieved success in graduating minority students.
Based on his research, Richardson has developed
a model of Adaptation to Student Diversity
(Exhibit 3-Z;. This model notes the potential or
perceived conflict between institutional
achievement goals and diversity goals, and
suggests that institutional cultures be managed to
give balanced attention to both goals. The study
puts forth 10 principles for institutions. These
principles can help guide our inquiry about the
impact of the SSS program on brader
institutional policy and actions and the interaction
of institutional climate with the SSS program
effects.

The 10 principles are as follows:

® Announce your priorities (the goals of
eliminating racial and ethnic disparities);

®  Back your priorities (spend money to recruit,
retain and graduate minority studentsj;

® Employ minority leaders (to send a clear
message about the value of cultural
dive.xity);

®  Reach out to community schools, agencies,
and businesses (a community-wide effort can
raise minority students’ aspirations and
academic preparation);

®  Track your progress;

® Provide comprehensive support services;

®  Emphasize quality (with plenty of diversity);
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® Bridge the educational gaps (with such
bridge programs as extended classes covering
required materials, tutoring, leaming
laboratories, collaborative study groups, and
intrusive advising);

® Reward good teaching and diversify faculty
(cultivating minority professors by mentoring
graduate students or junior faculty members);
and

®  Construct a nonthreatening social
environment {with no incidents of racism).

Another approach to institutional analysis is that
advanced by Valverde (1986). He provides a
three-tier typology of retention intervention
strategies for low-income students. Type I
intervention, or need-specific intervention, is
characteristic of those strate’ ies that focus on one
or more student needs, such as recruitment,
admission, and orientation. Type II interventions
are comprehensive strategies grounded in research
on high-risk students that simultaneously consider,
in a well coordinated manner, multiple factors
such as academic adjustment, financial aid,
cultural fit, and alienation. Type III interventions,
or systemic solutions, are campus-wide
institutional interventions. Also, in type III
interventions commitment by high ranking
officials is demonstrated by a clearly articulated
mission statement of minority student recruitment
and retention goals.

Recommended Activities To Foster Academic
and Social Integration and Goal Attainment for
Students

On the basis of the literature on factors associated
with both student persistence and their reasons for
leaving, a number of specific services are
recommended to promote retention.  Lists of
these factors complete this section.

3-8

Services to Promote Social Integration

Orientation programs used to prepare
minority and nonminority students for a
culturally diverse campus;

Bridge programs occurring in the summer
that provide opportunity for students to gain
a head start on academic classes and
integraticn into the campus;

Parent programs, including campus visits that
may be especially important for first
generation college students;

Mentor programs to provide role models and
support;

Peer counseling programs; and
Multicuitural centers and multicultural
student affairs programs.

Academic Integration

Academic advising

- Performed by
professional staff;

valued, rained,

- Goal directed;
- Use of pre-enrollment assessments;
- Use of early wamings;

- Intrusive advising for students on
probation;

Goal-oriented career advising;
Direct classroom support

- Integrating student support services with
department instruction;

- Working with faculty to implement
some in-class academic services;
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- Using active rather than passive teaching
techniques in the classrcom; and

- Identifying high-risk courses rather than
high-risk students;

®  Ancillary instructional support programs;
B Study skills training;
B Writing and language laboratories;

B Short courses in various
development/survival areas;

student

‘®  Computer assisted individualized instruction;

®  One-on-one and group tutorials;
®  Skill enhancement workshops; and

®  Supplemental instruction (SI)--a modified
discussion group that is designed to assist
students in mastering the concepts of an
academic course and, at the same time, to
increase student competency in the study
skills relevant to the course as it progresses.

Recommendations Specific to Two-year Schools

In additior: to the above noted recommendations,
a number of recommendations are specific to 2-
year schools:

®  Appropriate articulation agreements with 4-
year institutions;

®  Strengthening relationships with funding
agencies and national organizations that have
demonstrated a commitment to student
access;

B Stressing the importance of vertical
partmerships and cooperative relationships
with the community;

®  Strong transfer counseling; and

B Tracking of transfer rates.

3-9

Research on the Characteristics and
Effectiveness of Specific Programs Designed to
Help Disadvantaged Students (Federal Student
Support Services Programs and Nonfederal
Programs)

Related evaluation studies can be grouped into
two categories: those dealing specifically with
SSS programs, and those looking at the related
stuucnt services and retention programs. We first
consider SSS studies and then lock at some
related studies.

Previous SSS Evaluations and Studies

There have been periodic studies of the SSS
projects throughout the 1970s and 1980s, the most
comprehensive of which was completed in 1983
by Systems Development Corporation (SDC).”
These studies have varied in purpose and
methodology, with most being small studies of
only a few programs. They are summarized here
in chronological order.

In 1972, 2 years after the start of the SSS
program, the Educational Testing Service study
found that Special Services projects had little
positive impact on participating students (Davis et
al.,, 1975). Specifically, there was no evidence
that participation in support services activities
systematically improved performance and
satisfaction with college over that which might
have been expzcted from past performance (high
school grades). Race/ethnicity was more
Luportant than poverty or physical handicap in
predicting outcomes. With regard to impact on
the institution, the study did find, however, that
campus respondents in institutions with SSS
programs had more positive attitudes toward
disadvantaged students.

Two studies were completed in 1982. The first,
by the Government Accounting Office (GAO),
reviewed institutional records for participants in

12A11 earlier research cited here is research on the program called
Special Services for Disadvantaged Students, the name of the 5SS
program before technical regulations issued in July 1987.
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11 projects and found that about SO percent of the
participants were not at the same institutions 3
years later. Students who did persist tended to
fall behind the normal rate of progress (GAO
assumed thai normal was one grade a year, which
is actwally higher than the average rate of
progress). A 1982 evaluability assessment of the
program visited nine projects and provided a very
general picture of project practices (Jung, Shubert,
and Putinan, 1982). The report focused heavily
on problems in the relationship between local
project directors and the federal office
administering the program. It concluded that
federal officials and local officials had no major
disagreements on goals, and that project records
and other data were adequate to conduct a wide-
ranging assessment of projects.

In 1985, however, the Office of the Inspector
General of the U.S. Department of Education
conducted an audit of five institutions and
concluded that four had probiems in documenting
student eligibility and project participation (Office
of the Inspector General, 1985). The General
Accounting Office conducted a study of the
implementation of the program between 1977 and
1980 in 11 sites and also found poor records, as
w' u .S inadequate performance reposts. In
audition, the GAO study reported little congruence
between local and federal project objectives (U.S.
GAO, 1982).

The 1983 SDC Study. The most comprehensive
study to datc was the national evaluation of
Special Services programs conducted in 1981-83
by Systems Development Corporation. This study
involved an assessment cf student over a 1-year
and 2-year period. The study involved 58
programs and a sample of 6,000 students. The
design involved comparison of participating
students with eligible nonparticipating students.
Key findings on short-term impact (after 1 year)
included the following:

8 Students who received a full range of
services were more likely to complete their
freshman year than students receiving few or
no services.
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8  Students receiving more services were likely
to attempt and complete more course credits.

2 Stdents receiving a full range of services
were more likely to receive lower grade point
averages than students receiving fewer
services.

B Minority and low-income students received
lower grades and took fewer course credits
than other students, but had comparable
retention rates.

®  Students with greater financial aid were more
likely to stay in school during their freshman
year, attempt and complete more credits, and
obtain higher grades.

The study also found that students in the projects
were more likely to be poor and minority than
other students attending the same institutions, and
more likely to be poor than students considered
eligible but not receiving SSS services. Exhibit 3-
3 summarizes major findings of the baseline
report after year one.

The findings after the second year were somewhat
different than those from the first year. In
particular, they suggested the importance of
nonacademic services, but questioned the role of
academic help.

8 Moderate levels of academically oriented
special services provided in a student’s
freshman year were associated with more
extended enrollment, and with greater
numbers of course units attempted and
completed.

® More intensive academically oriented special
services in a student’s freshman year were
not associated with improved outcomes.

8 Nonacademic special services received either
during the freshunan year or laier were
associated with more extended enrollment,
greater numbers of course units attempted
and completed, and higher grades achieved.
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Exhibit 3-3. First Year Key Findings of the 1983 SSS Evaluation

The key findings of the first year study were that:

SSDS (SSS) services were being focused, as intended, on economically and educationally deprived
students.

There was some evidence of bene icial program impact on participating students.

Students receiving a full range of SSDS services were more likely to persist through their freshman
year than were students receiving few or ro services.

Students receiving more services were likely to attempt and to complete more course units.

Students receiving a full range of SSDS services had lower grade point averages than students
receiving fewer services, but this appeared to be a selection effect rather than a negative effect of the
services, i.e., projects tended to concentrate services on students with poorer entry skills.

Minority and low-income participants received lower grade point averages than others and took fewer
course units, but their persistence through the freshman year was no less.

Students receiving more financial aid were more likely to persist through their freshman year, and
tended to attempt and complete more course units and to obtain higher grades. (SSDS projects do

not provide or directly arrange financial aid for students, but they may refer students to potential
sources of aid.)

With regard to SSDS (SSS) project characteristics:

Most project directors were quite experienced, and tended to be members of the minority groups, with
more than half of them black.

Many projects had relatively small numbers of regular professional staff members, most of whom
were fairly experienced, augmented by substantial numbers of students who worked part time as
tutors, peer counselors, etc.

The average project had 414 participating students, approximately 70 percent of whom were from
minority groups, and a total annual budget of around $132,000. Some projects received funding from
state and/or local sources, but on the average, federal funding accounted for almost 80 percent of the

“total project budget.

Most projects provide services during the summer as well as during the regular academic year.

The average participating student received some type of project service 14 times during the academic
year and had an average total participation time of about 14 hours. Larger projects tended to have
lower average cost per student hour of services. About half the project students received tutoring;
their average total amount of tutorial time over the academic year was about 9 hours. Approximately
a third of the project students received special group instruction; the average total period of such
instruction for this subgroup was around 20 hours. Roughly two-thirds of participating students
received counseling and three-fourths received orientation and/or cultural-relations services, but the
total duration of such services over the year was typically quite small (e.g., 1 to 4 hours).
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®  Academic special services received after the
freshman year were associated with poorer
long-term outcomes. The study found that
60 percent of the SSS-eligible students were
still enroiled after 2 years and over half were
full-time students. In general, students who
had moderate levels of service tended to
show superior performance on the three
outcome measures (time enrolled, course
units attempted, and courses completed)
compared with students who received no
services in their freshman year. However,
only certain pairings of services showed these
effects, and there was no clear evidence that
one particular kind of service was superior to
another. :

As in similar studies, effects are small and
selection bias problems are significant. For
example, those students who participated in the
nonacademic services, seemingly more successful
than those getting academic services, may have
been stronger academicaliy coming into the
project. In addition, the study had significant
respondent attrition over the 2 years. However,
nonresponse analysis did not indicate systematic
nonresponse bias.

Individual Evaluations. Over the years a number
of SSS projects have completed evaluations of
their projects. Some of these are listed in the
bibliography at the end of this document.

Studies of Other Support Service Projects

A number of state systems have conducted
evaluations of service components of their own
equal opportunity programs. Selected examples of
studies from New Jersey and Califomia
demonstrate that effects, where they are found, are
small and sometimes inconsistent. For example,
an evaluation by the State of New Jersey of their
Equal Opportunity Fund (EOF) programs
examined retention data and data on four
indicators in eight institutions. Each was
classified on retention rate, average ability of
students, hours of tutoring per student, hours of
counseling per student, and participation in
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remediation (Walters and Marcus, 1985). The

study concluded that

"Examination of student and program
data in terms of four quantifiable factors
generally assumed to be related to
retention---level of prior preparation,
appropriate  remediation, adequate
counseling, and adequate tutoring ---
showed no consistent relationship
between the presence of these variables
at an institution and retention rates."

Based on case study information, Walters and
Marcus stressed the role of faculty involvement
and attitudes as a key factor distinguishing
institutions.

The Califomnia State University system has
conducted evaluations of its Summer Bridge
Programs (3- to 6-week residential programs for
new underrepresented minority students that
proviGe English and math instruction and
counseling) and its Intensive Leaming Experience
Programs (English and math remediation in the
first year for those in lowest quartile on placement
tests). Statistics were collected for each of the
system’s 19 campuses. After a 2-year study,
somewhat higher retention rates were found for
Summer Bridge students than for students
systemwide. Retention rates for the students in
the Intensive Leaming Experience (ILE) program,
on the other hand, were foand to be no higher
than those of non-ILE eligible students (Guthrie
and Guthrie, 1988). For students admitted under
special circumstances, however, ILE appeared to
be more effective. Results varied by
race/ethnicity of the students. Student evaluations
of the programs/ciasses were consistently high.

Meta-Analysis of Programs. In a meta-analysis
of 60 evaluation studies of programs for
disadvantaged students, Kulik, Kulik, and Shwalb
(1983) concluded that

"Special programs have a basically
positive effect.... This generalization
holds true for different types of
programs for the high-risk college
student: reading and study skills courses,
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guidance sessions, and comprehensive
support services."

High-risk students in programs stayed in college
somewhat longer and had somewhat higher grade
point averages than did controls. Although the
effects were statistically reliable, they were small,
and the size of the effect varied by type, age of
program, and when the student began. Newer
programs and those that began in high school had
the strongest effects. While academic skills
programs had positive effects, those programs
classified as remedial/developmental, and most
associated with community colleges, had effects
that were indistinguishable from those of the
regular programs. ‘

Implications of Related Research for the SSS
Study

The implication, of related studies can be
summarized as follows:

®  General studies of student persistence show
the importance of academic factors as well as
noncognitive and student integration factors
in predicting retention.

®  Policies promoting social and academic
integration and increasing time spent on
course work are viewed as having the most
potential for increased retention of
disadvantaged students.

® In previous studies differences in persistence
and GPA outcomes between students
receiving and not receiving SSS and SSS-like
services, when they have been found, have
been small and to some extent inconsistent.

B SSS programs must be viewed in the context
of the wider institutional environment in
which they are operating, including the
overall instimtional climate and policies
toward disadvantaged students.

B There have bezn a number of findings that
students receiving extensive remedial services
have less positive outcomes than other
eligible students or students who receive
services such as counseling. It is not known
the extent to which this is a function of the
fact that those most academically needy or
most at risk are the ones chosen or self-
selected to obtain extensive remedial
services, and, conversely, those receiving
counseling as their service may be less
academically needy.

B Past studies have been hampered because of
attrition of students in both the participating
and comparison groups, and because long-
term effects are not usually studied.

B Any model of impact of SSS programs must
take into account the interaction of the SSS
program with a wide variety of student,
institutional, and extemal factors. For
example, one might insert the SSS project
experience into the Tinto model of student
departure (see Exhibit 3-4)."

'3Amo’;o_ﬁfhc factors that should be included are ?ossiblc effects of
other O programs and TRIO-like programs, for example, high
school programs such as Upward Boand.
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4. STATISTICAL OVERVIEW OF SSS PROJECTS AND SUMMARY OF REQUIREMENTS
OF THE FEDERAL STUDENT SUPPORT SERVICES PROGRAM: 1970-93

The first part of this chapter presents statistics on
the level of Student Support Services (SSS)
funding, number of projects, and students served
over the period of 1970 to 1993. The second
section presents a brief summary of the project
legislative authorization and the evolution of the
regulations over the period.

Highlights

Total funding was at $30 millirn at the start
of the SSS program in 1970 and at $115
million in 1993. In constant dollars,
increases in the total funding took place
throughout the 1970s. In the 1980s the
program experienced declines in constant
dollars at the same time the number of
projects funded continued to grow. The early
1990s have seen the first real growth in total
funding since 1980.

Increases in funding in the 1970s and level
funding in the 1980s were accompanied by
large increases in the number of projects
funded, rather than increases in funding for
existing projects. During the period since
1970, the number of projects funded has
gone from 121 to 700 in 1993.

In current dollars the average grant amount
went from $82,625 in 1970 to $185,900 in
1993. In constant 1990 dollars, there was a
decline from $278,393 in 1970 to $171,028
in 1993. After declines throughout the
1980s, there has been a period of some
increase between 1989 and 1992.

A total of about 165,000 students were
served by the project in 1993, and on average
about 236 students were served per project.
The peak in the total number served was
reached in 1981 with 181,000 served, and in
the number served per project in 1977 when
331 students were served per project.

In current dollars the average per-student
award was approximately $788 in 1993. In

constant dollars, the average amount per
student declined in the 1970s and has only
recently had some increase since 1990. In
constant 1990 dollars an average of $1,123
was spent per SSS student in 1970 compared
to $725 in 1993.

In 1981, SSS student eligibility criteria
became more specific, requiring that
two-thirds of those served be both low
income (150 percent of poverty), and first
generation college or physically disabled and
that the other one-third be either low income
or first generation or physically handicapped.

Requirements put forth in 1981 also entailed
that there be a determination that the student
needed academic support to successfully
complete college and that each student
enrolled in the project would receive
financial assistance to meet that student’s full
financial need. A recent modification to this
requirement is that students be offered full
financial assistance.

The federal Department of Education
regulation regarding nonsupplanting and
nonduplication of services and the specific
eligibility requirements have led to a
fostering of separation of SSS programs and
establishment of some form of unique SSS
services on campus in most cases. In the
1992 reauthorization, for the first time
coordination - with other programs was
encouraged and a specific statement made
that funds should not be limited strictly to
SSS if the institution sponsors a similar
program.

Projects have been awarded 3-year grants
over most of the program’s history and, once
funded, projects are likely to receive
additional awards (in part, because curment
projects can earn up to 115 evaluation points
while new projects can eam a maximum of
100). Nonetheless, 8 to 12 percent of
projects are not re-funded during each review
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cycle. In 1992 the grant period was extended
to 4 years for most projects and S years for
10 projects that scored the most evaluation
points.

Statistics Concerning the SSS Program:
1970-93

Funding History. Table 4-1 and Figure 4-1
present summary information on Student Support
Services funding in current and constant 1990
dollars (see Appendix Tables B-2 to B-7 for
additional information on SSS and TRIO funding,
projects and services).

In current dollars, SSS total funding has increased
from $10 million in 1970 to $130 million in 1993.
In constant 1990 dollars, the increase is from
$33.6 million to $119.7 million in 1993 (an
increase of 256 percent).

While the SSS program has had a real growth in
funding, this growth took place in two periods, the
1970s and after 1987, with large increases in the
early 1990s. As shown in Figure 4-1, in constant
dollars, the program experienced declines in
funding levels during some parts of the 1980s. In
constant 1990 dollars, funding rose to $99 million
in 1979 and then declined to $80 million by 1987.
Only in 1991, after a large single year increase,
did funding retum to the level of 1979 in constant

dollars.

Table 4-1. Funding of Student Support Services projects, number of projects, average grant amount per
project, and average number of students served per project: 1970-93
Funding in thnc.iing in Average grant | Average grant Total number Average
FY millions of millions of Numbel" of amount amount of students number of
current dollars constant (1990) | SSS projects (current (constant 1990 served students served
dollars dollars) dollars) per project
1970 ...... $10.0 $33.69 121 $82,645 $278,393 30,000 248
1971 ...... 15.0 48.41 190 78.947 254,776 49,921 263
1972 ...... 15.0 46.90 207 72,464 226,579 63,112 305
1973 ...... 23.0 67.70 323 71207 209,613 73,951 229
1974 ...... 23.0 60.98 331 69,486 184,216 8€,400 261
1975 ...... 23.0 55.88 327 70,336 170,873 89,753 274
1976 ...... 23.0 52.83 366 62,842 144,348 93,452 255
1977 ...... 30.0 64.70 372 80,645 173,933 123,092 331
1978 ...... 45.2 90.61 491 92,057 184,538 147,548 301
1979 ...... 55.0 99.02 557 98,743 177,765 165,222 297
1980 ...... 60.0 95.17 595 100,840 159,949 172,071 289
1981 ...... 63.9 91.88 608 105,099 151,115 181,368 298
1982* . ..... 60.7 82.21 621 97,746 132,387 150,622 243
1983* . ..... 60.7 79.65 634 95,471 125,636 141,686 223
1984* ... ... 67.0 8428 647 103,555 130,266 141,585 219
1985* . ..... 70.3 85.39 660 106,515 129,382 141,585 215
1986 ...... 61.3 80.26 660 101,970 121,601 129,830 197
1987 ...... 70.1 80.65 663 105,732 121,647 122,840 185
1988 ...... 88.7 98.00 716 123,883 136,868 144,850 202
1989 ...... 86.6 91.28 707 122,489 129,108 152,630 216
1990 ...... 90.9 90.90 704 129,119 129,119 153,300 218
1991 ...... 115.2 110.71 704 163,636 157,259 163,000 232
1992 ...... 127.1 119.47 703 180,900 170,046 165,434 235
1993 ...... 130.1 119.69 700 185,900 171,028 165,000 236
*Estimated.

SOURCE: Calculated from information from the U.S. Department of Education, Division of Student Support Services, and National Council
of Equal Educational Opportunity Associations (NCEOA)
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Figure 4-1. Funding for Student Support Services (§58), Upward Bound, and Total TRIO in current and
constant 1990 dollars: 1970-91

Funding in millions of current dollars

$400

$300

$200

$400

$300

@® Total TRIO B Student Support Services A Upward Bound

SOURCE: U.S. Department of Education, Division of Student Support Services, and National Council of Equal Educational Opportunity
Association (NCEOA).
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Total Number of Projects. Funding increases of
the 1970s were accompanied by large increases in
the number of projects funded (Figure 4-2), rather
than increases in funding for existing projects. In
1970 there were 121 SSS projects at institutions
of higher education. By 1980 there were 595

programs, and even in the 1980s during periods of
little increase in funding levels, about 60 new
projects were added. In 1993, there were 700
SSS projects. In the most recent funding cycle
(1993), the number of projects will not increase.

Figure 4-2. Number of Student Support Services (SSS) projects at institutions of higher education: 1970-93

1970 1975 1980

NOTE: In 1991 there were 704 projects.

1985 1993

SOURCE: U.S. Department of Education, Division of Student Support Services, and National Council of Equal Opportunity Associations

(NCEOA).
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Average Grant Amount. The average grant size In current dollars in 1991, the grants ranged in
in current dollars was $83,000 in 1970 and size from $783,933 to $39,367. Fifteen of the
$185,900 in 1993 (Figure 4-3). Overall for the 704 projects (2 percent) had grants over $300,000,
period, in constant dollars, the average grant has and 19 (3 percent) had grants under $100,000.
declined, although there have been some periods Recent changes in the authorization legislation call
of increase, such as occurred from 1990 to 1993. for a minimum grant size of $170,000. Of the
So far, however, these increases have not returned total 704 projects funded in 1991, just over half of
the funding per grant to the levels of the early (459) had grants of $170,000.

days of the program. In constant 1990 dollars the

average grant size in 1971 was $254,776, as

compared to $171,028 in 1993.

R e

Figure 4-3. Average Student Support Services (SSS) grant size in current and constant 1990 dollars:
1970-93 .

3300 $278,393

$250
$200 185,900
$150 4 $171,028
$100
$82,645
$50
1570 1975 1980 1985 1990 91 92 93

u Current doliars A Constant dollars

SOURCE: Calculated from information from the U.S. Department of Education, Division of Student Support Services, and National Council
of Educational Opportunity Associations (NCEOA).
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Number of Students Served. Statistics on the a peak of 181,000 in 1981, and then declined to
total number of students served are affected by the about 122,000 in 1986 (Figure 4-4). In 1992, the
number of projects, the size of the institutions number of students served had risen again to
awarded grants, eligibility regulations, and 165,434, closer to the 1981 level.

decisions by project staffs and the Department of

Education about the types of services they wish to

fund or encourage. The number of students

served by SSS began at 30,000 in 1970, grew tc

Figure 4-4. Total students served by Student Support Services projects: 1970-93
200,000
150,000

100,000

50,000
30,000

1970 1975 1980 1985 1990 91 92 93
*In 1992, an estimated 178,000 students were served.

SOURCE: Calculated from information from the U.S. Department of Education, Division of Student Support Services, and National Council
of Equal Educational Opportunity Associations (NCEOQA).
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Average Number Served Per Project and
Funding Per Student Served. The average
number of students served per project was 248 in
1970, 331 in 1577, and 232 in 1991 (Figure 4-5).
Average amount per student served began at $333
in current and $1,123 in constant dollars in 1970.
In constant dollars, during a period of increases in
overall funding levels in the 1970s, the increases
in the number of projects and number of students
served meant that the amount of funding per
student declined (Figure 4-6). In contrast, during
the 1980s, when the number of students served
declined, the amount per student increased
slightly. In 1992, funding was at $768 per student
served.

Comparison to Higher Education Costs Per
Student. To put the SSS average amount in
perspective, it can be noted that the average cost
of higher education per year per full-time-
equivalent (FTE) student was about $14,555 in
1989-90. As a category in the total higher
education budget. Student Services was $533 per
ITE student (NCES, Digest of Education
Statistics, 1992, table 327). This category
includes many items other than SSS-type services,
such as medical services, intramural sports, and
student organizations.

Factors Involved in Number of Students
Served. There have been two main reasons for
the reduction of the number served: 1) this was
a way of coping with declines in budget in real
dollars; and 2) there was a focus on providing
more intense, higher quality of services.

Figure 4-5. Average number of students served per project: 1970-93

1975

1980

1985 1990 91 92 93

SOURCE: Calculated from the U.S. Department of Education, Division of Student Support Services, and National Council of Equal Educational

Opportunity Associations (NCEOA).
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Figure 4-6. Amount of funding per student served for Student Support Services (SSS) projects in current
and constant 1990 dollars: 1970-93

Funding in doliars

$i,200 $1,12

$1,000

$800

$600

$400 333

$200
1970 1975 1980 1985 1990 91 92 93
n Current dollars A Constant dollars

SOURCE: Calculated from information from the U.S. Department of Educatios, Division of Student Support Services, and National Council
of Equal Educational Opportunity Associations (NCEOA).

Other factors that may have impacted the number
of students served are changes the regulations
governing SSS. Over this period since 1980, the
eligibility requirements for SSS became more
specific regarding the criteria of low income and
first generation. The requirement that the full
financial need be met for all participants may also
have influenced the numbers of student accepted BEST COPY AVAILABLE
into the program. The development of the
legislation and the regulations are discussed in the
next section.
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Basic Legistation and Regulations Governing
the SSS Progr am and Major Changes: 1970-93

The congressional language concerning TRIO
states that TRIO programs are an integral part of
the stadent assistance programs aimed at
achieving equal educational opportunity. As the
committee report for 1980 states, "Without the
information, counseling, and academic services
provided by the TRIO programs, disadvantaged
students are often unable to take advantage of the
financial assistance provided by the other Title IV
programs, and more importantly such students do
not develop their talents by gaining access to
postsecondary educational opportunities and
compleiing a course of study once they have
embarked on it" (Senate Report 96-733).

What Services Are Permissible Under SSS?
Student Support Services is not a service-specific
program. The legislation lists the following wide
range of permissible services.

(L) Instruction in reading, writing, study
skills, mathematics, and other Subjects
necessary for success beyond high school;

2) Personal counseling;

3) Academic advice and assistance in course
selection;

@ Tutorial services and counseling and peer
counseling;

(5) Exposure to cultural events and academic
programs not usually available to
disadvantaged students;

6) Activities designed to acquaint students
with the range of career options available
to them;

€)) Activities designed to assist participants in
securing admission and financial
assistance for enrollment in graduate and
professional programs;

(8) Activities designed to assist students
currently enrolled in 2-year institutions in
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securing admission and financial
assistance for enrollment in a 4-year
program of postsecondary education; and

)] Activities involving the services above
that are especially designed for students
with limited English proficiency.

The most recent reauthorization adds mentoring
programs involving faculty or upper class students
or a combination thereof to this list.

Allowable Costs. Some services not specifically
mentioned in the legislation have been included in
the regulations with certain stipulations specified.

The costs of remedial and special classes are
allowed if the classes are limited to project
participants and the institution does not provide
identical instruction through its regular programs
or through another federal, state, or local program.
A number of types of cultural events are also
specifically allowed, and transportation of students
to approved educational and cultural events
sponsored by the project is permitted.

Projects are encouraged to design their own
service delivery program within this range of
permissible services. In the 1990 and 1993 cycles
some special funding priority has teen placed on
transfer related services and those directly related
to retention of students.

The Requirements of SSS Projects. While SSS
is not a service-specific federal program, there are
certain requirements set forth in the legislative
authorization and the set of regulations developed
by the Department of Education. Projects are held
accountable for implementing these regulations
and in the competition for grants they are awarded
what are called "prior experience points” partly
based on meeting these requirements.*

The requirements for SSS have evolved over the
last 20 years, and the projects themselves, through
their regional associations and their national

“The prior experience points are increases to the competitive score
based {Jn a project meeting specific goals set by the projects
themselves.
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association, the National Council of Equal
Educational Opportunity Associations (NCEOA),
have had significant input into their development.
The prior experience points are increases to the
competitive score based on a project meeting
specific goals set by the projects themselves. The
following is a brief summary of these
requirements.

Eligibility for the Program. Student Support
Services has always been a program to serve
disadvantaged college students, and the initial SSS
legislation required assurances from the institution
that the SSS project was serving students who
were disadvantaged because of "a deprived
educational, cultural, or economic background, a
physical disability or limited English speaking
ability." Projects had to submit assurances that
each student served was disadvantaged. However,
these assurances were not tied to specific criteria.
These eligibility criteria in effect prior to October
1981 are summarized in Exhibit 4-1.

In 1980 the legislation authorizing TRIO was
amended to define eligibility criteria mnuch more
specifically than in the past. These amendments,
which became effective in October 1981, defined
disauvantaged in terms of several specific criteria.
Specifically, the legislation notes that the
Secretary of Education must

(1) Require assurances that not less than two-
thirds of the persons participating in the
project proposed to be carried out under
any application

- be physically handicapped, or

- be low-income individuals who
are first generation college
students;

) Require an assurance that the remaining
students participating in a proposed
project proposed either be low-income
individuals, first generation college
students, or physically handicapped;

Exhibit 4-1. Special Programs Eligibility Criteria Prior to October 1981

Upward Bound Talent Search
B age 14-17 (veterans
excepted) B age 14-27 (veterans
excepted)

m  U.S. citizen or national
®  U.S. citizen or national
B resides in target . 2a ) )
B exceptional potential
OR for success in post-
secondary education
B attends target school .
®  demonstrated aptitude
®  completed first year of for entry into an
secondary school and educational program
not entered 12th grade .
(veterans excepted) B needs guidance/
counseling

B needs assistance in
gaining admission or
readmission to educa-
tional institution

Special Services Educational

Opporiunities

® students emrolled or
accepted at  post-
secondary institutions

B resident of area
®  U.S. citizen or national
®  U.S. citizen or national

® individual with
academic potential
who needs remedial or
special services as a
result of a deprived
educational,  cultural,
or economic back-
und, 2 physical
andicap. or limited
English-speaking
ability

SOURCE: Steven M. Jung, Jane G. Schubert, and Kim Putnam. Evaluability Assessment of the Special Programs for
Disadvantaged Students. Palo Alto, California: The American Institutes for Research, 1982, table 2.
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3 Require that there be a determination
by institution that each participant has
a need for academic support in order to
pursue successfully a program of
education beyond high school; and

“) Require an assurance from the
institution that each student enrolled in
the project will receive sufficient
financial assistance to meet that
student’s full financial need.

The most recent reauthorization includes a
provision that one-third of the disabled students
must be low income. The language is also changed
for the Iast assurance to read that the student will
be offered full financial assistance rather than
receive aid.

A low-income individual is defined in the
regulations as a person whose family’s taxable
income did not exceed 150 percent of poverty
level in the calendar years in which he/she
participates in the project. Poverty level is
determined by using the criteria established by the
U.S. Bureau of Census.

First generation college means that neither of the
student’s parents received a baccalaureate degree.
With respect to those individuals 18 years and
under, only the parent(s) regularly residing with
the individual are considered in determining first
generation college status.

The legislation also indicated that a determination
must be made for each participant that academic
support services are needed. Institutions
themselves set the criteria for determining this
need.

Other Requirements. The project regulations in
force at the time of the study required that there
be a full-time project director. However, this
requirernent may be waved as specified in the
Education Department General Administrative
Regulations (EDGAR).

The 1992 reauthorization states that this
requirement should not be imposed if it hinders
coordination with othier programs (see Exhibit 4-
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2). Nonallowable costs include major equipment
unless needed to meet the purposes of the project
and if it is less expensive than renting; payment of
tuition, stipends, or other forms of student
financial support; research not directly related to
evaluation of the project; and construction or
remodeling of the facilities.

The Grant Selection Process

Grants are competitive awards that have been
awarded on a 3-year cycle with yearly budget and
assurances resubmissions. Beginning in 1993,
they will be on a 4-year competitive cycle with
projects scoring in the top 10 percent having a 5-
year cycle. Projects are rated on a 100-point scale
that factors in evaluation of the plan of operation,
quality of key personnel, budget and cost
effectiveness, adequacy of resources, evaluation
plan, the need for the project at the applicant
institution, likelihood of success, and institutional
commitment. Projects that already have grants
and are recompeting are awarded up to 15 priority
points determined by the extent to which they
have met certzin conditions. These include (1)
extent to which projects are serving the number of
students for which they were funded, (2) extent to
which participants are awarded sufficient financial
assistance, (3) extent to which students persist
toward completion, (4) extent to which
participants meet institutional performance levels
required to stay in good standing, (S) extent to
which projects meet record-keeping requirements,
and (6) extent to which projects have achieved
other self-imposed goals.

Recommended Best Practicee.  The 1990
application guide lists nine common
characteristics that are shared by the most
successful SSS projects. These are presented in
Exhibit 4-2.

Project Reward Rate. While there is a high
level of reward, about 8 to 12 percent of projects
did not get rewarded grants in the 1990
competition. In the 1990 competition about 61
projects did not get rewards (49 applied and were
not re-funded and 12 did not reapply). About 100
new institutions were awarded grants in 1990.
Since the total number of grants has grown in
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Exhibit 4-2. Department of Education
Suggestions for Fiscal Year 1990 Applicants
For Student Support Services Funds

Experience has shown that the most successful Student Support Services projects have certain common
characteristics. These characteristics may be summarized as follows:

L

Projects that have a strong institutional commitment to their objectives. This often takes the form
of in-kind or cash contributions to enhance the opportunities that are available to students through
the Student Support Services project.

Projects that are fully understood by and vhich work closely with all of the administrative and
academic departments of a participating institution.

Projects that provide mechanisms for continually monitoring student performance, both in project
sponsored academic programs and in regular course work being undertaken at the institution.

Projects that establish high standards and expectations for students, including the belief that all
students, regardless of family background, can reach high levels of academic achievement.

Projects that follow up on their Student Support Services "graduates” by monitoring the progress
and performance of those who have entered another postsecondary educational institution or
graduate school.

Projects that give priority to the strengthening of basic and higher level skills of their Student
Support Services participants in mathematics, science, English language literacy in reading, writing,
and speaking, and foreign language literacy.

Projects that actively seek to improve equal educational opportunity and access for all students,
particularly those who traditionally have not participated fully in higher education, including
projects which address the special skill needs of members of racial or ethnic minority groups,
women, and the handicapped.

Projects that specify a method of documenting eligibility, selection, participant need, services
provided, and participant success.

Projects that establish a method of helping students obtain financial assistance in a timely manner;
monitoring the participant’s financial needs; and monitoring the grantee’s performance in meeting
its assurance to the U.S. Department of Education that, "... each participant enrolled in the project
will receive sufficient financial assistance to meet the student’s full financial need.”

In recognition of these characteristics of successful program practices, the Secretary encourages applicants to
inc srporate these practices into their applications. Applicants should note that these characteristics are included only
to assist them in developing potentially successful projects. The characteristics themselves in no way amend the
selection criteria in 34 CFR 646.31.

Although these suggestions do not have extra points assigned to them, inclusion of these could assist an applicant
in developing a stronger application.

SOURCE:

U.S. Department of Education, Office of Postsecondary' Education, Application for Grants Under the S:ud-ns
Support Services Program, Washington, D.C., 1989.
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each cycle, there has been a pool of new projects
with each grant cycle. Due to the minimum grant
size requirement and leveling of funding in 1993,
there will not be an increase in the number funded
as a result of the 1993 competition. In 1993
about 12 percent of old projects were not
re-funded.

Performance Reports. Projects are required to
submit yearly project reports with information on
types of students served, types of services
received, and the academic status of participants
and indication as to whether they have left the
instit-tion. Chapters 5 and 6 present summary
statis.ics on students served by the projects that
submitted these reports.

Changes in the 1992 Reauthorization

A number of changes to the Higher Education Act
legislation were made for the 1992 reauthorization
that will have impact in the way SSS programs
operate in the future. They are primarily an
outgrowth of concems raised by the TRIO
community through their organization, the
National Council of Educational Opportunity
Associations, (NCEOA). Some of these issues
were also raised in the course of this study. We
briefly summarize the changes to the legislation
here and discuss them further in Subsequent
chapters in the context of describing the projects
and the problems they face. Some of the changes
are for the TRIO programs as a whole and others
are specific to Student Support Services.

Changes in 1992 Authorization Applicable to
TRIO as a Whoie. The following is a list of
changes applicable to all TRIO programs.

L] The period of the grant cycle was
changed from 3 years to 4 except that
these in the top 10 percent of the
competition will have a 5-year award.

n Grants are to be awarded in rank order.
= Minimum graiic levels were set. For

FY93, the minimum funding level for an
SSS project will be $170,000.

n The Secretary of Education is instructed
to give 8 months notification of grant
award status.

= Coordination with other programs shall be
encouraged regardless of funding source.
The Secretary shall not limit an entity’s
eligibility to receive funds because such
entity sponsors a program similar to the
program to be assisted under this chapter,
regardiess of the funding source.

= The Secretary shall not require a separate
project director if the imposition of such
requirement will hinder coordination
among programs funded under this

chapter.

] Ongoing evaluations are authorized.

L] Consortia can be included as eligible
grantees.

= Training of new directors is mandated.

L] One-third of disabled students in the
program are also required to be low
income.

SSS-Specific Changes.
changes specific to SSS:

The following are

] The purpose of SSS is specifically stated
to be increasing student retention,
improving transfer rates, and improving
campus climate for disadvantaged
students.

] Changes financial aid assurance from
"will receive"” to "will be offered"
sufficient assistance.

The regulations for SSS will be revised to
incorporate  these legislative requirements.
Scveral, especially the clause conceming
coordination with other programs, may have large
impacts on the way SSS programs operate within
the institutions. These issues are discussed further
in Chapter 9.
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5. CHARACTERISTICS OF INSTITUTIONS RECEIVING
STUDENT SUPPORT SERVICES GRANTS

In this chapter we present information on the
characteristics of the institutions served by federal
Student Support Services (SSS) grants. We
specifically address the questions of what types of
institutions get SSS grants. Since one of the
objectives of SSS grants is to foster a wider
institutional climate of service to disadvantaged
students, we also address the question of the
extent to which institutions having SSS grants also
have other related services and policies designed
to retain and graduate disadvantaged students.
Additional discussion of this issue can be found in
Chapter 6, which presents information from the
project survey, and in Part 1I of this report, which
presents information from the case studies.

Data in this chapter are taken from three major
sources:

1 The Integrated Postsecondary Education
Data System (IPEDS), a yearly data set
from the Department of Education,
National Center for Education Statistics,
that contains institutional characteristics
and enrollment data from all higher
education institutions. Files containing
information on which institutions have SSS
grants were merged with IPEDS data so
that analysis comparing institutional
characterisics of SSS and non-SSS
institutions could be conducted.

2) Supplementary information on institution
selectivity and SAT/ACT scores obtained
from the Chronicle Higher Education Data
Book. Information obtained from the
grants office on Pell Grant use was also
entered into the file.

3) The Higher Education Survey (HES)
Retention at Higher Education Institations,
conducted in 1990. This nationally
representative sample survey obtained
information on institution retention rates
and policies, with a focus on activities

5-1

institutions have done to improve retention.
The survey data file also contains
information on which institutions have SSS
grants, as well as ex\ 1sive data on policies
and procedures wit. regard to student
services and retention.

Highlights

n About a quarter of U.S. higher education
institutions, serving about 31 percent of
FTE freshmen, receive SSS grants. These
include about 26 percent of 2-year and 24
percent of 4-year institutions. Four-year
institutions that grant doctorates are more
likely than other 4-year institutions to have
SSS grants.

s SSS grantees are more likely to be pubiic
than private institutions and to have larger
enrollments. Schools with grants have an
average of 7,114 students, about double the
average 3,566 students enrolled in schools
without grants.

= SSS grants are more likely to go to
institutions enrolling a high proportion of
minority students--about half of the higher
education institations with 50 percent or
more minority enrollments have SSS
grants, compared with 21 percent of
institutions without 50 percent minority
enrollment.

] Overall about 31 percent of all freshmen
are in colleges with SSS grants. About 39
percent of all African-American freshmen
and 34 percent of all Native American
freshmen are in institutions with SSS
grants.

= Few of the nation’s highly selective

colleges have SSS grants. Among the
highly selective schools, only 13 percent
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Minority enrollment
50 percent or more

have SSS grants. Among open admission
schools, 27 percent have SSS grants.

SSS grantee institutions have somewhat
lower average entering SAT/ACT scores
than non-SSS institutions.

Among non-open admission schools, SSS
institutions are more likely than other such
institutions to report that they sometimes
waive admission policies for marginal
students.

SSS grantees are somewhat more likely to
offer remedial instructional and support
services than other institutions. In
particular, they are more likely to offer
services for students with disabilities, job
training, and on-campus day care, and to
tiy new programs to increase student
retention.

Type

All 2-year
All 4-year 24%

Control

Public

Private

Enroliment
Less than 1,500

6,000 or more

Other -8

Despite their somewhat lower than average
entrance exam scores and greater than
average rate of open admissions, SSS
institutions have l-year retention rates for
freshmen that are similar to those for
schoois overall.

Characteristics of Institutions Receiving SSS
Grants

Prevalence of SSS Grants. By 1992, SSS grants

were

present in about 25 percent of the

approximately 2,861 higher education institutions
serving at least 1 percent freshmen (Figure 5-1
and Table 5-1), and about 31 percent of full-time-
equivalent freshmen were in higher education
institutions having SSS grants.

Figure 5-1. Percentage of institutions with SSS grants: 1992

Total -SSR

e ——————————,———————— e - ]

36%

F — T 7
0 10 20

SOURCE: IPEDS and SSS grant files.




Table 5-1. Number of SSS projects currently funded and number of total higher education institutions
serving freshmen, by institutional characteristics: 1992

Higher education institutions serving
freshmen'

Institutions with
SSS as
percentage of

Number Percent Number Percent total institations
serving freshmen

Institations with SSS grants®
Institutional characteristic

Total instimtions ....... 2,861 100% 74 100%, 25%

Institation level by control
Two-year ......... 1.116 39 91 41 26
Public ........ 953 33 269 38 28
Private . . ...... 163 6 22 3 14
Four-year . ........ 1,745 61 413 59 24
Public ........ 546 19 269 38 49
Private . ... .... 1,199 42 144 21 12

Public ........... 1,499 52 538 76 36
Prvate ........... 1,362 48 166 24 12

Ianstitution enroliment
Less than 1.500 . .. .. 1,184 41 156 22 13
1500-5999 ...... 1,041 36 284 41 28
6,000 ormore ...... 636 22 264 38 42

Percent minority enrollment
50 percent or more . . 286 10 146 21 51

Other ............ 2,575 90 558 80 22
'Includes [PEDS instittions awarding 2-year or 4-year or above degrees and serving at least 1 percent freshmen or having an SSS project.
ncludes all projects funded in 1992.

NOTE: Percentages may not add to 100 because of rounding.
SOURCE: IPEDS analyses.
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Institutional Level. The distribution of SSS
projects between 2-year and 4-year schools Figure 5-2. Percentage of higher education
approximates that for the total number of higher institutions having SSS projects, by
education institutions serving freshmen. About 26 level of degrees offered: 1990
percent of 2-year institutions and 24 percent of 4- Total B @
year schools have SSS grants (Figure 5-1).

A larger percentage of doctoral-granting universi-
ties than 4-year colleges have SSS grants. Of the
estimated 190 doctoral institutions, 52 percent
have SSS grants (Figure 5-2). Of the
comprehensive schools (institutions that offer
bachelor’s and master’s degrees, but few or no
doctoral programs), 31 percent have SSS grants, Y T T 1
and of the baccalaureate schools (few or no 0 100 20 30 40 50 60
graduate programs), 21 percent have SSS grants.

Comprehensive

SOURCE: Higher Education Surveys, Survey on Retention at
Higher Education Insfitutions (HES 14), US.
ent of Education, 1991 Sunpublished

tabulations, surve; conducted in 1990).




Institution Control. SSS grants are much more
frequently found in public institutions than private
ones. Thirty-six percent of public institutions
have SSS grants compared with only 12 percent
of private colleges (Figure 5-1). Overall, 76
percent of SSS grants go to public institutions,
while about 52 percent of all higher education
institutions serving freshmen are public (Figure 5-
3).

While private schools make up about 48 percent
of institutions serving freshmen, only about 21-23
percent of first-time freshmen are in private
colleges. As can be seen from Table 5-2, the
distribution of SSS students served more closely
approximates the distribution between enroliment
in public and private institutions, with about 20
percent of SSS participants coming from private
colleges.

Institution Size.  Federal Student Support
Services projects are more frequently found in
larger than smaller institutions. SSS projects are
present in only 13 percent of the schools with
total enrollments of less than 1,500, but they are
present in 42 percent of those with enrollments of
6,000. Of the nation’s largest colleges and
universities, those with eproliments of over
20,000, 67 percent have SSS projects (Figure 5-4).

Figure 5-3. Comparison of characteristics of SSS
institutions with all higher education
institutions serving freshmen: 1992

All higher education
instiiutions serving freshmen

Institutions with §5S projects

Control

Public

Sq%qrme

Minority enrollment
Otter

Other

SOURCE: IPEDS and SSS grant files.

Table 5-2. Percentage distribution of total first-
time freshman students and SSS
participants, by ipstitution type and
control: 1988

First-time freshman
Institutional caroliment (full and | SSS participants*
characteristic part time)
Numbcr] Percent | Number | Percent
Total .......... 2,379,000 100% 148,666 100%
_ Type of institution
by control
4year ...... 1,209,000 51 96,581 65
Public ... 783,000 33 71912 43
Private ... 426,000 18 24,669 17
2-year ...... 1,170,000 49 52,085 35
Public ... 1,049,000 44 47914 32
Private . 121,000 5 4,171 3

*Represents icipants in projects funded in both 1987 and 1990.
Totzq served P‘lﬁ9 1is estigxed to be 178,000.

SOURCE: U.S. Department of Education, National Center for
Education Statistics, [PEDS Fall Enrollment Surve%',
Diggrt of Education Statisics, table 168; and 1987-
1988 SSS project performance reports.

Figure 5-4. Percentage of institutions having SSS
grants, Dy size of institution: 1992

Total
Eanrocliment size

20,000 or more 384 :
8,000-19,999

2,000-7,999 44

SOURCE: IPEDS and SSS Erant files.

The mean total enrollment size for SSS schoois is
7,114, compared with 3,566 for non-SSS schools,
and the average number of full-time-equivalent
(FTE) freshmen is 1,021 in SSS schools,
compared with 567 in non-SSS schools (data not
shown).

Minority Enrollment. Abhout half of the schools
baving 50 percent or more minority enrollment
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have federal SSS grants (51 percent of minority
schools have SSS projects compared with 22
percent of nonminority schools). Nationwide,
about 10 percent of institutions hzve 50 percent or
more minority enrollment, compared with 21
percent of SSS institutions (see Figure 5-3).

Geographic Region. The distribution of SSS
grants by region approximates that of the
distribution of higher education institutions for the
West and the Central regions. However,
institutions in the Southeast are more frequently
represented and those in the Northeast less
frequently represented among SSS grant recipients
(Figure 5-5). Thirty-five percent of SSS grants
are in the Southeast, compared with 26 percent of
all institutions of higher education, and 19 percent
of SSS grants are in the Northeast, compared with
26 percent of higher education institutions. This
difference is related to the presence of a large
number of small private colleges in the Northeast
and a relatively large number of schools with 50
percent or more minority enrollment in the
Southeast.

Figure 5-5. Regional distribution of SSS grants

- Northeast
Central
Southeast
3 West

All higher education
institutions

SOURCE: IPEDS and SSS grant files.

Percentage of Students in SSS Schools. Because
SSS grants are more frequently found in large
institutions, the percentage of the FTE freshman
in institutions having SSS grants is larger than is
the percentage of institutions having grants.
Overall, about 31 percent of FTE freshman
students are in SSS schools. Thirty-nine percent
of African-American freshmen and 34 percent of
Native American freshmen are in SSS schoolis.
However, among Hispanics a smaller percentage,
28 percent, are in SSS schools (Figure 5-6).

Figure 5-6.

Percentage of freshmen in institutions
having SSS grants

Native American
Alien

0 10 20 30 40 50 60

SOURCE: Higher Education Surveys, Survey on Retention at

Higher Education Instiutions (HES 14), US.
Department of Education, 1991 (anpublished

tabulations, surva conducted in 1990).

Academic Preparation of Entering Students.
SSS and non-SSS institutions differed little on
average high school class rank of entering
freshmen (about 64 percentile for 4-year and 50-
55 percentile for 2-year schools). However, SSS
schools had somewhat lower average SAT scores.
Among 4-year schools, 62 percent of SSS schools
had more than hailf of their freshmen with SAT
scores below 1,000, compared with 48 percent at
non-SSS schools. The HES retention survey
found that the mean SAT score among SSS
schools was 884, compared with 962 for non-SSS
schools; the mean ACT score was 18.7 for SSS
schools and 19.6 for non-SSS schools (Figure 5-
7.
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Figure 5-7. Mean SAT and ACT scores of
entering freshmen for SSS and non-

SSS institutions

Mean SAT Score

SSS Non-SSS
Mean ACT Score
20
10
0-
SSS Non-SSS
SOURCE: Higher Education Surveys, Survey on Retention at

Higher Education Instituttons (HES 14), U.S.
Department of Education, 1991 (nnpnblubed

tabulations, survg conducted in 1990)

Selectivity. While SSS grants are more likely to
be found in large doctoral-granting institutions
than in 4-year institutions that do not grant
doctorates, they are less likely to be found at the
most selective institutions in the country. Among
the 57 institutions rated as highly selective in the
Chronicle Higher Education Data Book, only 13
percent have SSS projects compared with 27
percent of open admissions schools (Figure 5-8).

Figure 5-8. Percentage of institutions having SSS
grants, by institution selectivity: 1992

SOURCE: Data coded from the Chronicle Higher Education
Data Book, 1990.

Tuition. Among public schools, little difference
is found in average tuition between SSS and non-
SSS schools (for example, average out-of-state
1989 tuition was $3,114 for non-SSS and $2,999
for SSS institutions). Among private schools, the
average tuition at institutions with an SSS
program was lower thai that at non-SSS schools
($5,442 versus $6,555).

Percent Pell Recipients. Overall Pell grant
recipients as a percentage of full-time enrollment
was similar for SSS and non-SSS institutions
(about 36 percent).

Admissions Policies

According to institution self-reported data as
collected in the Higher Education Survey (HES)
on Retention, nationwide about 40 percent of all
higher education institutions are open admissions
schools. SSS institutions only somewhat more
frequently report that they have open admissions
(44 percent of SSS compared with 38 percent of
non-SSS schools; Table 5-3).

However, among non-open admissions colleges,
SSS schools are much more likely to report that
they sometimes waive ad:.:issions policies than are
non-SSS schools (62 percent compared with 44
perceni). SSS schools are also very much more
likely to report that they sometimes accept and




support marginal students (91 percent compared
with 73 percent).

SSS institutions have a slightly lower percentage
than do non-SSS institutions of students living on
campus (28 percent compared with 35 percent)
and of students enrolled full time (66 percent
compared with 71 percent).

Table 5-3. Admissions palicies at SSS and non-SSS

institutions
Pl Institations
cy
Tol | SSS |Non-sss
(Percentage with policy)

Accept all that apply/open . ... 39% 4% 38%
Policies of non-open admissions
Sometimes waive admissions
policies . ............. ... 48 62 44
Set admissions standards so that
students who meet them can
sucoeed academically ........ 90 84 92
Consider nonacademic factors
such as student fit . ......... 58 42 62
Accept marginal students and
pmvige SUPPOIt . .. aeven s 7 91 73
Try to increase retention through
admissions decisions . ....... 82 80 82

SOURCE: Higher Education Sutveys, Survey on Retention at
Higher Education Instituions (HES 14), US.
Department of [Education, 1991 (unpublished
tabulations, survey conducted in 1990).
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Services and Programs Offered by SSS and
Non-SSS Institutions

A goal of the federal program is to foster a
climate in which services to disadvantaged
students will become institutionalized. A question
of interest is the extent to which institutions that
have SSS grants also have developed other
programs and policies designed to provide
services to disadvantaged students and increase
retention.

Table 54 summarizes information from IPEDS on
services offered by SSS and non-SSS schools, and
Table 5-5 presents related data from the HES
survey. These data indicate that SSS schools are
somewhat more likely to have a variety of
services than non-SSS schools and are somewhat

more likely to report that they have tried new
programs in the last 5 years. This relationship
appears 10 hold even when institution size is held
constant.

Table 5-4. Percentage of SSS and non-SSS
institutions offering services

Institations
Service program
Toal | 5SS |Non-sss
JIPA (e 41% 52% 37%
Remedial programs . ........ 83 93 80
Academic and career counseling 96 99 95
Employment services ........ 83 87 82
Placement services .. ........ 83 87 82
Assistance for hearing impaired . 49 6. 45
Access for mobility impaired . . 76 86 74
Access for visually impaired . . . 50 64 47
On-campus day care ........ 30 43 25

SOURCE: IPEDS analyses based on 694 SSS institutions and
2,850 total institutions.
- ]

For example, 93 percent of SSS schools report
having remedial programs, compared with 80
percent of non-SSS schools. Among small
colleges (those with under 2,000 enrollment), 93
percent of SSS schools report having a remedial
program, compared with 75 percent of non-SSS
colleges (Appendix Table B-8).

Sixty-one percent of SSS institutions report having
services for the hearing impaired, compared with
45 percent of non-SSS schools, and 43 percent
report on-campus day care, compared with 25
percent of non-SSS schools.

Percentages of institutions offering financial aid
are very high for both SSS and non-SSS schools,

Examination of the HES retention survey data
indicate that SSS institutions were sornewhat more
likely than non-SSS institutions to report trying
new programs to increase retention in the areas of
testing/performance  assessment, help  with
multiracial environment, and career guidance
(Table 5-5).




Table 5-5. Percentage of SSS and non-SSS
institutions adopting new programs or
modified existing programs to increase
retention over the last 5 years: 1990

| Toat | sss [Nonsss

Program

Increase retention general . ... . $1% 85% 80%
Admissions programs .. ...... 68 69 68
Testing/performance assessmeat ” 86 74
Help with academic difficuities . 9. 93 90
Help with personal issues . .. .. 70 75 69
Help with student finance . ... . 74 75 74
Help with multiracial environmeat 46 54 43
Ideatification of students likely to

leave ....... ... .ol 55 53 56
Careergnidance . ........... 73 81 71

SOURCE: Higher Education Surveys, Survey on Retention at
Higher Education Institutions (HES 14), US.
Department of Education, 1991 (unpublished
tabulations, survey coaducted in 1990).

Among schools having each of the service
programs, SSS schools were also somewhat more
likely to report that the programs had a high
impact in several areas including admissions
testing, help with academic difficulties, help with
student finance, and identification of students
likely to leave. Similar percentages of SSS and
non-SSS schools reported high impact of
programs designed to help with a multiracial
environment {Table 5-6).

Retention

Despite the fact that SSS schools had lower mean
SAT/ACT scores for entering freshmen, were
slightly more likely to be open admission schools,
and had a lower percentage of full-time students
and students living on campus, the rates of
retention to the second year as reported by the
institutions for SSS schools were comparable to
those for non-SSS schools. SSS schools averaged
73 percent retuming, compared to 68 percent
retuming to non-SSS schools (Table 5-7). Overall
retention rates 1or African-Americans were about

5.8

8 percentage points lower than those for the total
population of students (62 percent compared with
70 percent for the total),

Table 5-6. Percentage of SSS and non-SSS
institutic..s indicating their program to
retain students had a great impact on

retention: 1990
Program feature | Total | sss [Nonsss
(Percentage with program
indicating it had great impact)

Admissions to improve student
match . .......oiL.., 36% 38% 35%
Admissionsftesting pesformance
assessment . .............. 41 47 39
Help with academic difficulties . 54 61 51
Help with personal issues . . ... 35 40 34
Help with studeat finance . . . .. 64 72 62
Identification of students likely to
leave ................... 17 25 15
Career guidance . ... ........ 30 28 30
Help with multiracial environment 29 29 29

NOTE: In SSS institutions, the programs cited here are not
necessarily SSS funded or sponsored programs.

SOURCE: Higher Education Surveys, Survey on Retention at
Higher Education Institutions (HES 14), US.
Department of Education, 1991 (unpublished
tabulations, survey conducted in 1990).

Table 5-7. Percentage of students returning the
second year to SSS and non-SSS
institutions, by race/ethnicity

Race/ethnicity | Tow | sss |Nonsss
Total .........c.ceu.... 70% 73% 638%
White . .................. 70 75 68
African-American . ......... 62 66 5%
Hispanic ................. 70 69 71
Asian .......... ... ... 80 84 78
Native American ........... 62 65 61

SOURCE: Higher Education Jurveys, Swrvey or Retention at
Higher Education Institutions (HES 14), US.
Department of Education, 1991 (unpublished
tabulations, survey conducted in 1990).
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6. RESULTS OF THE 1991-92 SURVEY OF PROJECT DIRECTORS

The chapter addresses the question of how Student
Support  Services (SSS) projects are serving the
eligible population and summarizes feedback
supplied by SSS project directors on the issues
faced by their projects in meeting student needs.
The primary source of data is the survey of SSS
project directors conducted in 1991-92. In
addition, information on services is presented
from performance reports completed by directors
of projects for 1987-88. This performance report
file was used to draw the sample of SSS projects
for the project survey. Indepth case study
information on services and issues from 28 sites
is presented in Part II of this report.

Methodology of the Project Survey. Results
from the project survey are based on a stratified
random sample of 200 projects designed to be
representative of the 600 mature SSS projects that
were funded in both 1987 and 1990. Surveys
were completed by project directors by mail or
telephone over the period October to March of
1991-92. The response rate was 93 percent, and
the data were weighted to produce national
estimates. Topics covered in the survey included
types of services offered, characteristics of
students served, staffing, budget, pioject goals,
and project directors’ assessments of project
strengths, impact of regulations, campus climate,
and project needs. '

Highlights

®  About 28 percent of SSS projects were begun
in 1975 or before. Those funded in the early
years of the federal program are more likely
to be in institutions that are 4-year and large,
and also more likely to have 50 percent
minority enrollment than those funded in
more recent years. The vast majority of
projects in 2-year institutions (81 percent)
were first funded after 1975.

® The average number of participants per
project is 232, with a slightly higher average
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number (254) in projects that have been in
existence for at least 4 years.

Upward Bound is present in about half of the
institutions having SSS grants, and over
two-thirds of the total 501 Upward Bound
projects are in institutions that also have SSS.
Talent Search is present in about one-quarter
of SSS institutions.

Almost all SSS projects offer counseling and
tutoring in at least one subject. Most
tutoring is done by peer tutors and most
counseling by professional counselors.
Three-quarters report offering some form of
instructional services or courses as well as
culiural or enrichment programs.

On average, about 60 percent of participants
receive some tutoring and over three-fourths
receive academic counseling. About half
receive financial aid counseling and personal
counseling. Other services are received by
fewer participants. Project staff believe that
receiving help in passing a course or
improving basic skills are the most common
reasons that students participate.

SSS projects serve a high proportion of
groups underrepresented in colleges. About
one-third of SSS students are African-
American compared with about 9 percent of
total undergraduates; about 16 percent are
Hispanic compared with about 6 percent of
the total undergraduates; and about 3 percent
are Native American compared with .4
percent of total undergraduates. About 43
percent of SSS students are white compared
with 80 percent of the total undergraduates.

Women participate in SSS at a higher rate
than men. Overall about 61 percent of SSS
participants are female and 39 percent are
male. Among undergraduates as a whole,
about 54 percent are female and 46 percent
arc male.




Most SSS participants are freshmen,
including 55 percent of participants at 4-year
institutions and 70 percent of participants at
2-year schools. However, project directors
report that more than half the participants
stay in the projects for more than 1 year.

Just over one-third of projects (36 percent)
reported there were students who were
eligible and applied or were recommended
for the program but were not able to
participate because of lack of staff or space
in the program.

A typical SSS project has a full-time project
director, a full-time tutor coordinator, 1-3
professional counselors, and 10-15 part-time
peer tutors.

At least three-quarters of the projects provide
preservice and inservice training for their
peer tutors.

Almost half the projects (43 percent) see
having an adequate number of staff as an
area for improvement, making it the
improvement need most often cited.

The average extent of training is 5 hours.

About 72 percent of projects have a full-time
project director.

In 1991-92, the average SSS grant was
$163,384. The federal funds are the main
source of support for almost all projects (95
percent). In addition, projects receive an
average of 14 percent of their operating
funds from institutional sources, with larger
institutions likely to provide more than the
average and smaller institutions likely to
provide less.
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8 Among the federal rules for the projects, staff
see meeting the full financial need of
students the most difficult rule to achieve,
and believe that the nonsupplanting
requirement is the least useful to achieving
their project goals. Project staff would also
like to see funding cycles extended from 3 to
5 or 6 years.”® They would also like larger
awards and more emphasis on staff
development.

Characteristics of SSS Projects

Year of Project Initiation. Figure 6-1 combines
information from the project survey on the 600
projects funded in 1987 and 1990 with
information on the total number funded in 1992 to
amive at estimates of the number funded in
specific time periods. As shown in Figure 4-2,
704 projects were funded in 1992. Of these, an
estimated 28 percent had been initiated in 1975 or
before and have been in existence for over 15
years (Figure 6-1). The largest group (44 percent)
began between 1976 and 1983, and about 14
percent began in each of the periods of 1984-87
and 1988-91.

Considering only those projects funded in both
1987 and 1990, the group represented in the
project survey (Figure 6-2), we see that the older
SSS programs (those funded in the first 5 years of
the federal program, 1975 or before) were more
frequently in 4-year and large institutions. They
also were more likely to have 50 percent or more
minority enrollment. Recent years have seen
increased participation of 2-year and smaller
institutions in the federal program (Table 6-1).

5in the most recent ruuthonuhon the cycle was enendcd 10 4 years
for most gzjecu and 5 years to those ranked in the top 10 percent.
The legislation aiso set higher minimum grant awards.

[§)
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Figure 6-1. Year Student Support Services (SSS) project was first awarded grant: 704 projects funded in
1992

28%
1975 or before

1988-91

SOURCE: U.S. Department of Education, Planning and Evaluation Service, National Study of Student Support Services, 1991-92 Project
Directors Survey, and information from the Department of Education Grants Office .

and 1990)
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Other

Institution enroilment
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1,500-5,999

6,000 or more enrollment

LI ) L}
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NOTE: The project survey from which the data in this table were produced only included those projects funded in both 1987 and 1990, so that

?;ISY mam;e" projects would be represented. See Figure 6-1 for estimates of ihe total percentage of projects funded in 1975 or before
percent).

SOURCE: US. ent: of Education, Office of Planning and Evaluation Service, National Study of Student Support Services, 1991-92
Pro;'ect irectors Survey.
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SSS projects funded in 1975 or before were also these, 12 did not reapply for grants, and 49
more likely to serve 200 or more participants applied but were not refunded. In the 1993
(Table 6-1). Forty percent of the proiects serving recompetition, there were about 1,100 applicants.
200 or more participants had been funded in 1975 Almost level funding meant that there could not
or before, compared with 21 percent of those be an increase in the number funded. About 81
serving less than 200’ participants. of the 700 projects funded in 1990 were not re-
funded in 1993 and 81 new projects were added.
In the 1990 recompetition, aout 100 new projects In 1993 about 12 of the projects will be new
were awarded grants. About 61 of those funded projects.
in 1987 were not reawarded grants in 1990. Of

Table 6-1. Year institution first received Student Support Services (SSS) grant from U.S. Department of
Education, by institutional characteristics (includes only institutions awarded grant by 1987 and
re-funded in 1990)*

Percentage distribution of year project first received SSS grants
Characteristic
1975 or before | 197683 | 1984-87

AlLProjects . ..o ov vt in i ie it 33% 51% 16%
Institution level

TWoYear Lo e e i 19 56 25

Fouryear ... ... e e 42 48 10
Institution control

Public ...t i e e e 3l 52 16

227 7 T 38 46 16
Institution enrollment

Tessthan 1,500 . ... ..o e 21 55 25

1500-5999 ...t 29 53 19

6000 OF 0T . . vt ittt it ittt eieeie et ennennenns 45 47 9
Institution geographic region

Nomheast . ... .coitii ittt iiiiee it eninneneenn 26 55 19

L0/ T 36 46 18

Southeast . ... .ttt e et 36 48 16

R 28 63 9
Project size

Lessthan 200 . ... ittt ce e et 21 50 29

200 0F MIOME & v v te ittt ienieeite cetateeee e, 40 51 9

*Sample included only mature projects funded by 1987 and re-funded in 1990. In 1990 about 100 new projects wer. awarded grants. About
61 of the projects funded in 1987 were not awarded new grants in 1990; 12 of these did not apply for grants, and 49 applied but were not re-
funded. The total funded in 1992 was 704 institutions.

NOTE: Percentages may not add to 100 across columns because of rounding.
SOURCE: U.S. Department of Education, Office of Planning and Evaluation Service, National Study of Student Support Services, 1991-92

Project Directors Swurvey.
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Location of the SSS Projects. A number of
projects have noted that it is important that
students have easy access to the project on
campus and also important for project staff that
they be in a location where they can easily
communicate and be integrated with other student
service providers. With regard to visibility, staff
of some projects think it is important to be highly
visible, while others ieel that low visibility is
better to avoid stigmatization of students.

When asked about location, most SSS projects (61
percent) reported that they were in both a central
and a highly visible location on the campus.
Another 18 percent were in a central location but
were not highly visible, and 14 percent were in a
noncentral location but were highly visible. Only
6 percent were in a location that was both
noncentral and nonvisible. While having enough
physical space was often an area of concern (see
Figure 6-18), few projects mentioned their
location on campus as problematic.

NOTE: Percentages may not add to 100 because of rounding.

SOURCE:
Project Directors Survey.
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. Figure 6-3. Percentage distribution of location of SSS project on campus: 1991-92

18%
Ceatral, not
highly visible

not highly visible

U.S. Department of Education, Office of Planning and Evaluation Service, National Study of Student Support Services, 1991-92




Presence of Other TRIO Programs at the
Institution. We have seen in Chapter 5 that
institutions having SSS projects are somewhat
more likely to have other services for
disadvantaged students. As indicated in Figure 6-
4, and Table 6-2, almost half of the SSS projects
also have Upward Bound at their institution.
Among 4-year institutions almost two-thirds (62
percent) have Upward Bound. Talent Search is
present in about one-fourth of SSS institutions.
Since there are fewer Upward Bound and Talent
Search projects than SSS projects (about 501
Upward Bound and 295 Talent Search in 1992),
a large proportion of Upward Bound and Talent
Search programs are present in SSS institutions.

Table 6-2. Presence of other federal programs at
SSS grant institutions, by institution
level and control: 1991

Percentage having program

Federal program Type Control
Total
2-year | 4-year | Public | Private

Upward Bourd .... 48% 26% 62% 45% 56%
Veterans Upward

Bound .......... 3 2 3 4 *
Talent Search ..... 25 18 31 23 34
Equal Opportunity

Centers (EOC) .... 7 1 1i 9 *
McNair..... .... 6 . 9 5 9
Other ........... 10 10 10 12 2
*Less than 0.5 peioent.

SOURCE:  U.&. De ent of Education, Office of Planning

and Evaluation Service, National Study of Student

Sﬁmn Services, 1991-92 Project Directors Survz.

Figure 6-4. Percentage of Student Support Services (SSS) institutions also havirg other TRIO programs:

1991-92

Upward Bound |

Talent Search i

Equal Opportunity Centers
e
McNair
1 ) L] T T L
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SOURCE: U.S. Department of Education, Office of Planning and Evaluation Service. National Study of Student Support Services, 1991-92

Project Directors Survey.
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A ruiiext provided by R

Services Offered. While the SSS legislation and
regulations do not specify which specific services
projects should offer, there are certain services
that virtually all SSS projects offer to some
students (Table 6-3). About 98 percent offer
some form of counseling, and 94 percent offer
tutoring in at least one subject. Usually the
tutoring is linked to specific course work. Over
three-fourths (78 percent) offer instructional
services or courses including labs and workshops
and 2 similar percentage (77 percent) offer

With regard to counseling, over 90 percent did
personal, financial aid, academic, and career
counseling.  Fewer, 37 percent, had peer
counssling, and 47 percent had graduate school
counseling.

The most frequently offered instructional service
or course was study skills, offered by 63 percent.
About 40 percent offered math and writing
instructional services, and one-third,
developmental English (Table 6-3).

cultural and enrichment programs. The
instructional services category includes noncredit
courses and academic support such as
supplemental instruction (SI).

Table 6-3. Percentage of SSS projects reporting offering service and mean number served by projects baving
service: 1999-91

Service Percent reportinz services received | Mean number served during year in
by at least cne participant projects having service*
Total served duringtheyear . ...ooovnvinniennnnnnn. 100% 254
Total served dnring typical week .. .......ooiiiiiL 100 117+
Instructional courses, labs, workshops, or services (inciudes 78 **
noncredit courses or academic SuUpport) . ... ............
Whtng . ...t i e 40 97
Reading ........oo it 41 89
Stdy skills . ... e 63 94
Developmentalmath . ............ccocvieenvenn. 43 103
Developmental English ......................... 34 98
English proficiency ............ ..., 12 80
Other courses . .........cveiierereennennnnns 19 80
Counselifig . . oo vvii ittt i e 98 i
Personal counseling . ............c.oviviriinunann 95 129
Peercounseling ............cciiiiiiennnnnn..n. 37 129
Financial aid counseling . ... .........ocvvevuvnnnn 90 153
Academiccounseling . ............ ... ...l 97 200
Careercounseling ..............ciieveiinnann, 92 112
Graduate school counseling . .............co0vuv.n. 47 43
Othercounseling . ..........oviiviiiniinn .. 15 70
TUOADE .« oottt i ittt ii ittt e 94 s
L T 13 6
WHLDE « o et v et ittt i it 18 12
Study skills . .. ... 38 3
Math . ... i i i 50 48
English...........co it 35 30
SCENCE ...ttt i i i 38 17
10, 1,7 45 45
General (all courses) . .......... ..., 1 3
Cultural and academic enrichment progrims . ............. 77 203

?O%mm%ﬁt may be counted under more than one service. Means exclude those projects not having the service and hence are higher than those
in e 64.

**Represents mean number served for 600 projects funded in 1987 and 1990. Mean total for SSS was 232 in 1990.

SOURCE: U.S. D%u_nment of Education, Office of Planning and Evaluation Service, National Study of Student Support Services, 1991-92
Project Directors Survey.
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Mean Number Served. Among the mature
projects (those funded in 1987 and 1990)
represented in our sample, tne mean number
served per project over the course of the 1990-91
year was 254 and the mean number served in a
typical week was 117 (Table 6-3). Data from the
project office on total number served indicate that
among the total SSS projects for the same year,
the mean number served was about 232 (see Table
4-1). The slightly higher mean number served in
our sample reflects the fact that the mature
projects tend to be slightly larger than newly
funded projects.

Percentage of SSS Participants Participating in
Service. Table 6-4 presents performance report
information on the number and percentage of SSS
students receiving service for projects funded in
1987 and 1990. Performance report data indicate
that about 63 percent of SSS participants get
tutoring in some subject through the SSS project.

Among the different types of counseling, over
three-fourths of partic'pants get academic
counseling.  About haif get financial aid
counseling (51 percent) and personal counseling
(49 percent). Over one-third (38 percent) get
career counseling, and only 7 percent get graduate
counseling, which would be most appropriate for
upperclassmen. About 16 percent of SSS students
are reported as having had peer counseling (Table
6-4). Cultural and enrichment programs are
reported for 34 percent of SSS participants.

With regard to instructional services, performance
report data indicate that about 3 to 15 percent of
SSS students, depending on the subject, received
instructional services for institutional credit as part
of SSS participation. A larger percentage, 10 to
23 percent, depending on the subject, received
academic support in the various subjects.

Table 6-4. Number and percentage of participants receiving service: 1988

For institutio=aJ credit For academic support
Service Percent of total . Percent of total
Number* SSS participants Number* SSS participants
Instructional services
Reading . ...........ciiiiiiininenann.. 16,400 11% 22,300 15%
WHHDE ... iiiie i iiiieinee e 14,900 10 25,300 17
Stadyskills .. .......o ol e 13,400 9 34,200 23
Mathematics . ............cooviiainnn.n. 22,300 15 32,700 22
English...........ooiiiiiii .. 14,900 10 19,300 13
English proficiency ...................... 4,500 3 7,000 5
Other - ottt e e 8.900 6 14,900 10
Percent of total
Number* SSS participants
TWOMNE ..ot vt e e e 93,700 63%
Academiccounseling . .......... ... il 113,000 76
Financial aid counseling . ..................... 75,800 51
Personal counseling . .............cc00iuen.n. 72,800 49
Careercounseling ...............coiuinnen. 56,500 33
Peercounseling . ............. ..., 23,800 16
Graduate counseling .. .. ..................... 10,400 7
Cultural/academic enrichment activity ............ 50 500 14
*Rounded to nearest 100.
NOTE: Based on a 19¢8 performance report data for €00 SSS projects funded in both 1987 and 1990. Percent indicates percentage of

148,666 studenis served by included projects.
SOURCE:

U.S. Department oi Education, Office of Planning and Evaluation Service, SSS Performance Reports, 1987-8¢
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Characteristics of Students Served compared with 6 percent of the t¢ lal, 5 percent are
Asian compared with 4 percent of the total, and 3
Student Support Services projects provide percent are Native American compared with .4
information on the race/ethnicity and gender of percent of the total. These figures indicate that
students served in the yearly performance reports SSS is serving minority populations in proportions
submitted by the projects. Figure 6-5 presents far greater than their representation among college
gender and race/ethnicity data for SSS students, freshmen as - wiuole.

and, by way of comparison, data are presented for

the total U.S. undergradunate freshman population Gender. Females are represented at dispro-
for a comparable year. portionally higher rates among SSS students than
among the yotal student body. About 61 percent
Race/ethnicity. From Figure 6-5, we can see that of SS.3 participants are female and 39 percent are
among SSS students, 43 percent are white male. Among the totai undergraduates, about 54
compared with 80 percent of the total students, 32 percent are female and 46 percent are 1aale.
percent are African-American compared with 9

percent of the total, 16 percent are Hispanic

Figure 6-5. Percentage distributions of SSS participants and of total undergraduate cnrollment, by
race/ethnicity and gender: 1988

SSS Participants Total Undergradaat-

3% .4l% (Native American)

B White

African American
Il Hispanic

Asian

[ Native American

43%)

Female

Male

L} L] Ly 1

80 0 20 40 60 80

NOTE: Percentages may not add to 100 because of rounding.
SOURCE: IPEDS Fall Enrollment Survey, Digest of Education Statistics, 1991, table 175, and SSS Performance Reports, 1988.
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Eligibility Criteria. Figure 6-6 presents the
distribution from the performance report
information relative to SSS eligiblity criteria.
Overall, 60 percent of the SSS students were both
low income (defined as at or below 150 percent of
poverty) and first generation college (defined as
neither parent has a 4-year college degree). An
additional 7 percent are low income only and 22
percent are first generation only. About 11
percent are physically handicapped.

Comparison with Students at Their Institutions.
On the project survey, the SSS project directors
were asked to provide information on the
percentage of SSS students in their program that
had certain characteristics and the estimated
percentage of students in their institution as a
whole having these characteristics. From this
data presented in Figure 6-7, one can calculate
that SSS students were 64 percent more likely to
be members of racial/ethnic minctity, 91 percent
more likely to be academically needy, 32 percent

more likely to be low income, and 7 percent more
likely to be female than the total population at
their institution. They were also 60 percent more
likely to be learning disabled and 133 percent
more likely to be physically disabled than other
students.

Figure 6-6. Percentage of SSS participants by
eligibility criteria

Low income and

first geoenation college |

First genention only

SOURCE: SSS Performance Reports, 1988.

Figure 6-7.  Project directors’ estimates of mean percentage of SSS participants and of total undergraduate
enrollment in SSS schools having selected characteristics: 1991
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NOTE: In many schools exact figures were not available and best estimates were reported.
SOURCE: Data based on national sample survey of SSS project directors, 1991-92.




These data and that in the Baseline Survey report,
which gives detailed data on the characteristics of
SSS students and freshmen at their institutions and
nationwide, demonstrate clearly that SSS as a
program is serving students among the most
academically and economically needy in .the
nation.

Academic Level of Students Served. In both 2-
and 4-year schools, on average over 50 percent of
SSS participants are freshman students (Figure 6-
8). In 4-year institutions, on average 42 percent

are first-time freshmen and 13 percent are
returning freshmen. In 2-year institutions, 48
percent are first-time freshmen and 22 percent are
returning freshmen.

In 4-year schools the percentage of SSS students
who are upperclassmen declines for each year of
schooling, with 21 percent being sophomores, 13
percent juniors, and 9 percent seniors. Except for
the expected variation between 2-year and 4-year
institutions, there was little difference in this
distribution by other institutional characteristics.

Figure 6-8.

Percentage distributing the academic level classification of students served by Student Support

Services (SSS) project, by school level: 1990-91

Mean percentage of total served

a by
Sophomores/%

2-year

NOTE: Percentages may not add to 100 because of rounding.

SOURCE: U.S. Department of Education, Office of Planning and Evaluation Services National Study of Student Support Services, 1991-92

Project Directors Survey.
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Reasons Students Participate in the SSS
Project. According to project directors, students
participate in SSS for a number of reasons,
including to improve basic skills, to help pass a
course, to help in deci<ion n.. :zing, as a source of
information, as soclization to college, and

infrequently as a requirement for admission
(Figure 6-9). Help in passing a course was
chosen as the most frequent reason that their
students participate by 48 percent of the projects,
and 39 percent indicated that improvement in
basic skills was the most frequent reason.

Figure 6-9. Reasons students participate in Student Support Services (SSS) projects: 1991-92

Reasons all students participate in SSS
To improve basic skills
To help pass a course

To help in decision making

Source of information
aboat college

Socialization to college

As requirement §
for admission g

Most frequent reason
2%
2% Sources of
Socialization  information
6% tocollege  about college
To help in

As a requirement 2
for admission
'/, xf:,

’ 48%
To help pass Ji
74 a course §

To improve

basic
2

NOTE: Percentages may not add to 100 because of rounding.

SOURCE: U.S. Department of Education, Office of Planning and Evaluation Service, National Study of Student Support Services, 1991-92
Project Directors Swrvey.
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Participation as Condition for Admission. Only
4 percent of project directors indicated that
students most frequently participated as a
requirement for admission, and only 10 percent
indicated that this was ever a reason why students
participated. The percentage of projects indicating

that the reason for participation was sometimes as
a condition for admission was most frequent
among 4-year private institutions (16 percent) and
private institutions (15 percent; Table 6-5).

Table 6-5. Reasons students participate in SSS, by institution level and control: 1991-92

Percent indicating this reason for participation

Reason students participate Level Control
Total
2-year l 4-year Public ] Private
As requirement for admission . ............ 10% 1% 16% 9% 15%
Tohelppassacourse . .................. 88 90 86 8 84
Toimprove basicskills ................. 92 90 94 b 89
To help in decision making . . ............. 85 81 89 86 83
Source of information about college . ....... 65 57 70 66 60
Socializationtocollege ................. 51 38 59 48 6]

Percentage distribution of most frequent rsasons students participate

Most frequent reason students participate Level Control
Total
2-year —I 4-year Public [ Private
As requirement for admission . ............ 4% 2% 5% 3% 7%
Tohelppassacourse . .................. 48 44 50 52 33
Toimprove basic skills . ................ 39 39 39 37 49
To help in decision making . ... ........... 6 10 3 7 3
Source of information about college ........ 2 3 1 1 4
Socialization tocollege ................. 2 2 2 1 4

NOTE: Percentages may not add to 100 due to rounding.

SOURCE:
Project Directors Survey.
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Student Recruitment into the Project. When
specifically asked about student recruitment into
the SSS program, almost all project directors (90
percent) indicated that the program was publicized
on campus and students who needed services
applied, and 93 percent reported that faculty
referred students. About one-fourth of the project
directors indicated that the admissions office
making participation a condition of admission was
sometimes a way in which swudents were
recruited, and 53 percent indicated that the
admissions office recommended certain students
for participation (Table 6-6).

When asked tc pick the one most frequent way
students were recruited, 39 percent of projects
indicated that publicizing on campus and students
subsequently applying for services was most
frequent, 10 percent that recommendation of

the admissions office was most frequent, 10
percent that faculty recommendation was most
frequent, and S percent that the admissions office
making participation a condition of admission was
most frequent. Over one-third (36 percent)
indicated that some other way was most frequent.
Among the other ways mentioned as v..ys of
recruiting students were recruitment/placement as
a result of the admissions testing process,
speaking/recruiiment at orientation, working with
financial aid office, SSS staff becoming the
academic advisor for a group of students who met
the eligibility criteria, or placement of stadents
meeting the eligibility criteria into a certain
developmental course section taught by SSS staff,
There were also other combinations of the above
(see Chapter 7 for more detailed discussicn of
recruitment into the project).

Table 6-6. Student Support Services (SSS) recruitment and eligibility practices, by institution level and

control: 1991 -

. . Level Control
Recruitment/eligibility practice Total
2-year | 4-year PubliclPﬁvatc
Does admissions office or financial aid office prepare list of eligible students .. ............ 43% 36% 47% 39% S56%

Ways in which students are recruited

Admissions office makes participation a condition of admission . . ...
Admissions office recommends participation . .. ................
Program publicized on campus and students who need services apply
Faculty refer students whoneed services . ....................
1037 P

Most frequent way students are recruited

Admissions office makes participation a condition of admission . . ...
Admissions office recommends participation . . . ....... ... ...
Program publicized on campus and students who need services apply
Faculty refer students whoneed services .....................
Other ..o e

Who is eligible to receive services

All students meeting the federal eligibility guidelines ............

.................... 10 11 9 7 19
...................... 39 41 37 43 25
..................... 10 17 6 11
..................... 36 27 4] 33 44

..................... 24 15 30 23 26
..................... 53 42 60 50 60
...................... 90 97 86 91 90
..................... 93 98 90 95 88
..................... 63 59 65 64 59

-~

..................... 46 49 4 4“4 53

Students meeting g;.f federal eligibility guidelines and also selected for participation by admissions

office or project s

..................... 42 34 43 42 42

All students who xﬁucst scmces m served by the project; those meeting federal eligibility

guidelines are serv

bySSSfunds ....... ... . .. o L.

T

NOTE: Percentages may not add to L00 because of rounding.

SOURCE:
Project Directors Survey.

U.S. Department of Education, Office of Planning and Evalaation Service, National Study of Student Support Services, 1991-92




Lists of Eligible Students. Overall about 43
percent of projects had the admissions office or
financial aid office prepare a list of eligible
students. This list was more frequently prepared
in 4-year than 2-year institutions (47 percent
compared with 36 percent) and private than public
institutions (56 percent compared with 39
percent).

Selection into the Project. About 46 percent of
the projects indicated that all students meeting the
federal eligibility guidelines were eligible for their
institution’s SSS services, and almost as many (42
percent) indicated that the students meeting the
federal guidelines also had to be selected for
participation by the admi.sions office or project
staff. About 12 percent of the projects indicated
that they served all students that request services
in the project and those meeting the federal
guidelines were served by SSS funds (Table 6-6).

Commitment to the Project. Almost two-thirds
(66 percent) of the projects had a written
statement of expectations for project participants,
and 62 percent indicated that students were
expected to commit themselves to the program for
a certain length of time (Table 6-7). The mean
length of time was about 1.5 years (79 weeks).
Project directors reported that on average about
three-fourths (74 percent) completed this
participation. In a typical week about one-half
of the total number served over the year
participated in SSS services. The mean number of
participants in a typical week was 122 per project.

Frequency of Use of Services. When asksd on
average how frequently students used the tutoring

and counseling services, project directors
estimated that students used tutoring about once a
week and counseling about every 2 weeks.
Detailed information on frequency of use is
presented in the baseline study report, Profile of
Freshman Participants and Project Services:
1991-92, (Volume H). This report includes data
from service records from 28 sites participating in
the indepth study. These data indicate that in the
1991-92 academic year, on average students
receiving the service had 12 tutoring contacts and
7 ccunseling contacts. On average these services
were received over a 4-month period for tutoring
and a 5-month period for counseling. During the
period in which a student actively participates, he
or she does so0 on average 4 times per month for
tutoring and 1.6 times per month for counseling.
These later statistics are consistent with the project
directors’ report of tutoring once a week and
counseling twice a month.

Excess Demand for Service. Just over one-third
of projects (36 percent) reported that in 1990-91
(the year previous to the survey) there were
students who were eligible and applied or were
recommended for the program but were not able
to participate because of lack of staff or space in
the program. Among these 36 percent, the
average number of students that were reported not
able to participate was 127. Fewer 2-year than 4-
vear schools reported that they were not able to
serve students due to lack of staff or space (29
percent compared with 40 percent). However, the
average number of students that could not be
served in these projects was larger among projects
in 2-year schools than in 4-year schools (202
compared with 92 students).

Table 6-7. Student commitment to project, average usage of services, and level of excess demand, by

institution level and control: 1991-92

Level Control
Commitment and use of services Total -
2-year L 4-year | Public | Private

Percent having written statement of the expectations of the project .............. 66 66 66 69 58
Percent expecting students to commit themselves to project participation for a

specified length gof time or number of sessions . .. P ........................ 62 50 70 60 67
Percent completing expected participation . ......... . . . i, 74 71 75 73 76
Percent having eligible studeats unable to participate due to lack of staff or spact . .. 36 29 40 37 30
Mean number of students unabls to be served among projects having excess demand . 127 202 92 130 119

SOURCE: U.S. Department of Education, Office of Planning and Evaluation Service, National Study of Student Support Services, 1991-92

Project Directors Survey.
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Length of Stay in Program. On average project
directors reported that about 53 percent of Figure 6-10. Percentage distribution of average
students stay in the program for more than 1 year, length of stay in program: 1991
about 34 percent for 5 to 12 months, 10 percent 3%

from 1 to 4 months, and 3 percent for less than 1
month (Figure 6-10).

Number of SSS Staff. The mean number of
total SSS staff for 1991-92 was 22 (4 full time
and 18 part time; Table 6-8). Over half of these
(13) were peer tutors. The typical SSS project has
1 full-time project director, 1 full-time tutor often
in a coordinator role, about 10-15 part-time peer
tutors, 1-3 professional full-time counselors (or
sometimes part-time peer counselors), 1 or 2 part-
time instructors usually supported only partially
by the SSS grant, and 1 or 2 support or clerical
staff. Depending on the size of the project grant

SOURCE:  U.S. Department of Education, Office of Planning

and the service mix, this distribution varies, and and Evaluation Service, National Study of Student
total stafﬂng may be larger or smaller. Support Services, 1991-92 Project Directors Survey.
* - ]

Table 6-8. Total and mean number of Student Support Services full-time and part-time staff: 1991-92

*Raflects weighted total for mature projects funded in 1987 and 1990,

Full time for SSS Part time for SSS
Staff category project project

Toal* | Mean | Tow* | Mean | Tow* | Mew

Total staff

Project director . ..........civit it 442 74 156 26 598 1.00
ASSIStANt dIPBCIOr . . .. et i e e 68 A1 26 04 94 .16
Coordinator staff . ... ....... ...t 172 29 61 .10 233 .39
Tutoring staft

Professional . ...........ccvitiiitiinen i, 254 43 693 1.19 947 1.63

o 20 .03 7,167 12.87 7.187 12.90
Counseling staff

Professional . ...........citie i, 575 .97 224 .38 799 1.35

S 17 .03 795 137 812 1.40
Instructional staff . ... ...t 351 59 443 .76 794 1.37
Any otherservice staff .. ............. ... .. o i 58 10 129 2 187 2
Support staff (secretarial, clerical) . ...................... 405 3 497 84 902 1.52
Total staff . ... oo e e e e e 2362 397 10912 1796 12,555 2193

*Reflects weighted total for mature projects funded in 1987 and 1990.

SOURCE: U.S. Department of Education, Office of Planning and Evaluation Service, National Study of Student Support Services, 1991-92
Project Directors Survey.
]
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Project Director Characteristics. About 72
percent of the project directors were full time for
the SSS project, 27 percent were full time for the
institution but not for the SSS project, and 1
percent were part time for both the project and the
institution (Figure 6-11). Usually those project
directors that were not full time for SSS were
involved in related activities, such as Director of
Minority Affairs or Director of a Learning Center.
In almost one-fourth (20 percent) of the cases the
project director position was held by a faculty
member, but in most cases it was filled by
university administrator. About 41 percent of
projects had project directors reporting to the

Division of Academic Affairs, and about 5!
percent had projects reporting to the Division of
Student Affairs.

Only about 13 percent of SSS project directors
had no part of their salary paid by the SSS grant;
however, a number of project directors have more
than cne source of salary support. Eighty-seven
percent had some support from the SSS grant, 23
percent had some support from a general
university salary, 13 percent had some support
from a university salary specifically for SSS, and
7 percent had other sources of salary.

Figure 6-11. Student Support Services (SSS) project director characteristics: 1991-92

ects havi )
Per:::;:cg::l::;:jr that ;: ne Source of salary of project directors
General )
Full time for project [ university salary 3

Part time for project (I .
but full-time employee 1

Part time for project
and part-time employee

T ]
80 100

NOTE: Percentages may not add to 100 because of rounding.

SOURCE:
Project Directors Survey.
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SSS grant money E

Office to which project director reroris
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Academic Affairs
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College of Liberai Arts

Other

U.S. Department of Education, Office of Planning and Evaluation Service, National Study of Student Support Services, 1991-92
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Use of Peer Tutoring and Counseling Staff.
Among those projects having tutoring, an aveiage
of about 67 percent of the tutoring was done by
peer tutors, and among those having counseling,
an average of about 26 percent of the counseling
was done by peer counselors. Tutors were most
frequently recruited from students (84 percent),
graduate students (45 percent), faculty members

(32 percent), and community professionals (37
percent).

Counselors were recruited from community
professionals (32 percent), students (30 percent),
faculty members (22 percent), and graduate
students (20 percent; Table 6-9).

e, .

Table 6-9. Use of peer tutoring and counseling and groups from which tutors and counselors are recruited:

1991-92

Use and source of tutors and counselors

Percent of tutoring service given by peer tutors**
Percent of counseling service given by peer counselors**

Groups from which tutors are recruited
Students
Faculty members
Graduate students
Community professionals
Other

Groups from which counselors are recruited
Students
Faculty members
Graduate students
Community professionals
Other

Mean percent
Level Control
Total r
2-year | 4-year | Public lPrivan:
67% 66% 67% 6% 69%
26 24 26 28 19

Percent of projects recruiting from the group

Level Contro}
Total
2-year | d-year | Public | Private

84% 79%  85%  $3% 87%
2 39 28 2 R
45 26 56 48 24
37 8 30 39 3

6 5 6 6 3
30 14 40 28 36
2 28 18 24 13
20 13 24 23 10
2 35 31 32 35

3 1 4 4 e

*Less than .5 percent.

**Those projects not having peer tutoring or peer counseling but having some tutoring or counseling were coded as O percent.

SOURCE:
Project Directors Survey.

U.S. Department of Education, Office of Planning and Evaluation Service, National Study of Student Support Services, 1991-92
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Tutoring Program Characteristics

As indicated above, almost all SSS projects (94
percent) have tutoring as a service, either offered
by the project alone or in coordination with other
institutional services such as a learning center.
Performance report data indicate that about 63
percent of SSS participants receive tutoring. Most
of the tutoring is done by peer tutors, with 84
percent of projects having tutoring indicating that
they recruit tutors from among students.

Table 6-10. Tutor training, meetings, and
monitoring: 1991-92
Level Control
Progra.n characteristic All
2-year | 4-year | Public |Private

Percent of projects having
training for tutors:

Preservice ......... 73 73 72 74 67
Inservice . ......... 79 68 85 77 85
Percent having preservice
training that:
Is required .. ....... 69 63 72 69 68
Isoptional ......... 6 13 2 8 3
Do not have preservice
training ........... 25 24 26 23 30

Mean number of hours of
preservice training . . ... 5 6 5 5 4

Percent having regrar
meetings with tutors . ... 84 77 89 83 88

Percent having written
reports that are:

Encouraged . ....... 20 25 17 2 13
Mandatory . ........ 67 58 12 62 8
......... 3 17 1 16 5

Percent having monitoring 68 70 67 70 64

NOTE: Percentages may not add to 100 because of rounding.

SOURCE: U.S. Department of Education, Office of Planning

Tutoring is usually course or subject specific
rather than basic skills related. Almost three-
fourths of projects having tutoring reported they
had preservice training for tutors, and 79 percent
had inservice training (Table 6-10). For most
projects (69 percent) the training was required.
On average 5 hours of preservice training was
provided. About two-thirds (68 percent) of
projects with tutoring do monitoring of tutors, and
84 percent have regular meetings with tutoring
staff. In 1991-92 peer tutors were paid an average
of $4.80 per hour and professional tutors an
average of $9.73 per hour (Table 6-11).

Table 6-11. Incentives and compensation for SSS

tutors: 1991.92
Incentives and Level Control
. Total
salaries 2-year | 4-year | Public | Private

Percent havinyg
incentive for tutors:

Academic credits 3% 2% 4% 4%  **

Salary ........ 99 98 99 9 98%

Tuition

reimbursement . . 3 3 3 3 5

Special

re%c:lmmcndations 71 66 ‘14 69 77

Certificate

recognition . . . . . 37 40 36 39 33
Mean salary for:

Peer tutors per

hour ......... $4.80 3470 5486 3482 $4.75

Professional tutors

perhour ...... 973 1037 925 1057 7.72
Peer tutosrs per
semester®* . ...... 2,090 2,637 1846 1,813 2907*
Professional tutors
per semester* . ... 4,187 4684 3936 4,596 3,616*

*Quarter salaries converted to semester.

**Less than .5 percent.

and Evaluation Service, National Study of Student SOURCE: U'(Sl' Ebz)?wgfr;immonédogﬁnﬁyog fm%
i - ject Di S . and Evaluation X
Support Services, 1991-92 Project Directors Survey Support Services, 1991.92 Project Diretiors Survey.
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Over 90 percent of projects have either one-on-
one or small group tutoring, and 46 percent have
larger group tutoring (Table 6-12). When asked
which type was most frequent, 75 percent reported
that one-on-one tutoring was most frequent. The
tutoring most frequently takes place in the SSS
office (54 percent), but one-third of projects most
frequently use another building, 9 percent the
library, and 1 percent the student’s home (Table
6-12).

Table 6-12. SggS tutoring program characteristics:
1

Level Control

Total
2-year I 4-year P‘ub]ic]Privac

Characteristic

Percent having type of
futoring session:

One-onone ........ 97 98 97 98 9%
Small group . ....... 91 90 92 92 90
Larger group ....... 46 42 48 47 41
Percent having as most
frequent type of session:
One-on-one ........ 75 80 72 74 78
Smallgroup . ....... 20 18 21 23 11
Largergroup ....... 5 2 7 3 10

Mean hours per week
spent tutoring by ttors . 10 11 10 11 9

Mean number of students

pertutor ............ 10 7 11 16 8

Percent having tutoring

taking place at:
SSS office ......... 76 68 82 81 63
Other building ...... 75 73 75 72 83
Stud'nt’s horae . .... 9 5 11 8 11
Librey ........... 51 4 55 53 46
Other ............ 8 6 9 6 13

Percent having as most

frequent place:
SSSoffice ......... 54 52 55 59 37
Other building ...... 34 38 32 31 44
Student’s home . .... 1 * 1 *
Library ........... 9 7 10 7 16
Other ............ 2 2 2 3

*Less than .5 percent.
NOTE: Percentages may not add to 100 because of rounding.

SOURCE: U.S. Department of Edv-ation, Office of Planning
and Evaluation Servic., Nations' Study of Student

Support Services, 199. -92 Pro’ect Directors Survey.
AN
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Summer Programs. Three-fourths of the SSS
projects had some type of summer program
component (Table 6-13 and Figure 6-12). In the
majority (58 percent) of projects the program was
the same as the program during the academic
year. In 19 percent of the projects there was a
different type of service, and in 23 percent of the
projects the service was the same but tie intensity
was different. About 22 percent of the summer
programs were residential. It should be noted that
most of the residential summer programs also had
other sources of support, and SSS was usually one
of several service providers involved in a summer
residential program (see Chapter 7). Private
schools were more likely to have SSS
involvement in a residential program, with 40
percent of private 8SS schools indicating they had
a residential program. An average of 25 percent
of the SSS students participate in the summer
program. Among the types of different services
in which SSS projects were invelved in the
summer are freshmen orientation, cosponsoring a
residential or nonresidential summer bridge type
program, and academic advising during the
summer. '

Table 6-13. Summer Studeat Support Services

programs, frequency, and character-
istics: 1991.92

Level Control
Characteristic Total
Public | Private

2-year | 4-year

Percent having
summerprogram .. 75% 9% 72% 77% 68%

Percent of summer
programs that are
residential . ...... 22 7 32 17 40

Percent:

Having different
types of ssrvice . 19 17 20 19 18

Having different
intensity of service 23 16 28 21 30

Having same

service . ... ... 58 66 53 60 50
Mean percent of total
SSS participants in
the summer program 25 29 23 27 23

NOTE: Percentages may not add to 100 because of rounding.

SOURCE: uUs. artment of Education, Office of Planning
and Evaluativa Service, National Study of Student
Support Services, 1991-92 Project Directors Survey.
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Level of Contact and Cooperation with Other
University Offices and Groups. Among the
groups listed in the questionnaire (see Figure 6-
13), the financial aid office and college
administration were the offices most frequently
rep srted as having frequent contact with the SSS
prc_ect staff. Eighty-three percent of projects
indicated that contact was frequent with the

firancial aid office and 77 percent, with the
college administration. About two-thirds indicated
that contact was frequent with the admissions
office and other supplemental service projects (65
percent and 63 percent, respectively). Just over
half indicated that they had frequent contact with
developmental English and math faculty. A large
percentage (from 8. to 88 percent) of project
directors rated the level of cooperation as high or
very high with each office listed (Figure 6-13).

Figure 6-12. Pr.:sence, frequeacy, and characteristics of summer programs: 1991

Percent having summer program

Percent of summer programs
that are residential

Mean percent of SSS participants
in the summer program

Percent having different
type of service

Percent having [
different intensity of service PN

Percent having same servic

75%]

SOURCE:
Project Directors Survey.

L] 1

1
40 60 80 100

U.S. Department of Education, Office of Planning and Evaluation Service, National Study of Student Support Services, 1991-92

Figure 6-13. Level of contact and cooperation between SSS project staff and university offices/groups

Between project cr;:cpzﬂit?og%
staffand: ey high or high*

Financial aid office 88%
College administration 87%
Admissions office 86%
vl gy
Developmental Ef‘:(g:?l:? 20%
e o

SOURCE:
Project Directors Survey.

Level of contact
rated as frequent

20 40 60 30 100

U.S. Department of Education, Office of Planning and Evaluation Service, National Study of Siucant Support Serices, 1991-92
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Sources of Funding and Distribution of
Expenses for SSS Projects. In 1991-92 the
average SSS grant was $163,684 and the range
was from $39,367 to $783,933 (see Chapter 4).
The project survey collected data for the prior
year (1990-91) for mature projects, which tended
to be larger and have higher grant amounts. The
mean grant size for this group was

Table 6-14. Mean amount of SSS grant awards
and total operating budget for mature
programs, and percentage from
institutional sources, by institution
characteristics: 1990

Mean sss [Mesn projece| V1o Pt
Characteristic grant award’ opcntinlg institutiosial
budget’ sources®

All projects . ... .... $139,000 $155,000 14%
Institution level

2year .......... 130,000 144,000 12

dyear . ... 144,000 163,000 15
Institution control

Public .......... 144,000 162,000 14

Private ......... 122,000 134,000 12
Institution enrollment

Less an 1,500 ... 116,000 122,000 7

1500 -5999 .. . 125,000 134,000 12

6,000 or more . ... 167,000 191,000 18
Institution geographic
area

Nesiteast . ... ... 149,000 180,000 18

Central ......... 136,000 170,000 16

Southeast . ... .... 136,000 142,000 12

West ........... 141,000 146,000 11

'Represents total only for 598 iastitutions funded in both 1987 and
1990. Total budget for SSS for 1990 was $90.9 million. Mean grant
size for total 704 SSS projects was $129,000 in 1990.

*Excludes space contnoution. Represents mean estimated percent
reported by project.

SOURCE: U.S. Department of Education, Office of Planning
and Evaluation Service, National Study of Student

Support Services, 1991-92 Project Directors Survey.
- - ]
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about $139,000. (In 1990, the mean grant size for
the entire group of 704 projects was $129,000.)
Large institutions (with enrollment over 6,000)
averaged about $167,000, and small institutions
(with enroilment less than 1,500) averaged about
$116,000 (Table 6-14).

On average, projects reported a mean of 14
percent of total operating funds from institutional
sources, and the total operating budget for the
project was 11 percent higher than the SSS grant
award (Figure 6-14 ). Larger institutions were
mcre likely to have a higher mean percentage of
funding from institutional sources than small
institutions (18 percent for large compared with 7
percent for small institutions).

Figure 6-14. Mean percentage of operating budget
from institutional sources, by
institution enrollment: 1991-92

All projects

Institution caroliment
Lesstan 1500 AN
1.500 - 5,999

6000 ormare

20

SOURCE: U.S. Department of Education, Office of Planning
and Evaluation Service, National Study of Student

Support Services, 1991-92 Project Directors Survey.




= B on TR B EE BN Wl NS I ..

About 62 percent of projects indicated that the
institution was a source of funding (other than
space) and 18 percent that the state was a funding
source (Figure 6-15). The federal government
was the major source of funds in 95 percent of
projects; in the other 5 percent of projects, the
major source was the institution.

On average about 76 percent of project funding
goes to salaries (20 percent to the project
director’s salary and 56 percent to other staff
salaries). The other 24 percent is split between
materials, transporiation, training, and other
expenses (Figure 6-16).

Figure 6-15. Sources of funds for projects supported by Student Support Services (SSS) grants: 1991-92
Percentage having funding source

Federal government .
Institutional sources i

State government [

Private foundation |
Student fund raising efforts J§
Local government 53
Individuais B

Businesses

Other ]

SOURCE:
Project Directors Survey.
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U.S. Department of Education, Office of Planning and Evaluation Service, National Study of Student Support Services, 1991-92

Figure 6-16. Distribution of Student Support Services (SSS) grant v.oney: 1991

Use of funds

Other staff salaries [
Project director's salary §
Other |8

Materials
Transportation

Special events |

Training, §
if separate from salary

Percentage discribution

SOURCE:
Project Directors Survey.

T

20 30 40 50 60

T
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Means Used To Evaluate Program Success in
Meeting Goals. When asked means used to
evaluate success in mesting goals, almost all
projects (96 percent) indicated that they used
student retention rates (Figure 6-17). Eighty-
seven percent used written student evaluations,
and 80 percent analyzed student course
completion. About 70 percent used

analyses of retention compared witl similar
students in the institutions, and 70 percent
followed students that remained in the institution
but had left the program. About 60 percent
followed students who had left the institution.
Fewer p1.jects (43 percent) did analyses of course
completion of SSS compared with similar students
at the institution.

Figure 6-17. Means used by project to evaluate success in meeting goals: 1991-92

Type of evaluation

Analysis of student
reteation rates

Written student evaluation

Analysis of course completion

Analysis of retention
compared with similar

Followup of students who have
left the program but remein
in the institution

Written staff evaluations

Foliowup of students who
have Jeft the institution

Analysis of course completion
compared with similar
studeats in institution |§

Percent using

SOURCE:
Project Directors Survey.

U.S. Department of Education, Office of Planning and Evaluation Service, National Study of Student Support Services, 1991-92
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SSS Project Needs and Outcomes resources, having adequate staff to serve all
participants, physical space, and meeting full

When SSS project directors were asked to financial need were the areas most frequently

evaluate areas of their programs as to whether rated as having a high need (Figure 6-18).

they had a need for improvement or additional

Figura 6-18. Project directors’ evaluation of project needs: 1991-92

Percentage rating item as having a
"high need for improvement or resources"

Having auequate number of
staff to serve all participants

Physical space

Providing full financial
need for all participants
Having adequate learning or
recreational materials

Training for staff
Retention of students in project

Program evaluation

Targeting students most
in need of project

Coordination with adminstration

Achieving effective service
delivery procedures

Coordination with faculty

Coordination with other
services on campus

Recruitment of staff

Retention of staff |

Recruitment of students
to participate

Establishing eligibility of students §

! T — T T 1
0 10 20 30 40 50

NOTE: Respondents rated items on a scale of "1" to "5" with "1" being low and "5” being very high need for improvement or resources.
Percents in figures are percent rating "4" or "5" on scale.

SOURCE: U.S. Department of Education, Office of Planning and Evaluation Service, National Study of Student Support Services, 1991-92
Project Directors Survey.
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When asked to evaluate their own success in
meeting their program goals, project directors
most frequently rated their projects as successful
at providing role models (84 percent), assisting
with specific course completion (82 percent),
preventing stigmatization of participants (78
percent), improving basic skills (73 percent), and
promoting gracdnation from college (73 percent;
Figure 6-19). Projects less frequently rated
themselves as successful at preventing dropping
out of college (57 percent rated themselves as
successful), providing carcer guidance, and
providing recreational or cultural opportunities.

Evaluation of Federal Regulations

Projects were also asked to evaluate each of the
major federal regulations in operation at the time
of study (1991-92). On these issues, separate
measures were obtained of perceptions of the level
of difficulty and of an evaluation of the utility of
the regulation to meeting the projects goals. A
regulation may be difficult to meet but be of high
utility to the project goals, or, conversely, the
regulation may be easy to meet and of low utility.

Figure 6-19. Project evaluation of success in meeting goals: 1991-92

Percentage
Goals having

as goal

Providing role models 81% [

Assisting specific
course completion 89%
Preventing stigmatization 89%
of participants

Improving basic skills 93%

Promoting graduation 97%
from college

Providing aid in ’

adjusting to college 9%6%

Providing financial 800
aid counseling i

Improving self-esteem 2% B

Providing services to 87%
physically bandicapped
Preventing dropping 03% &

out of college

Providing career guidance 92%

Providing recreational

or cultural opportunities 5%

Percentage indicating they are

successful or very successful

(Rating of "4" or "5" on a 1.5 scale)

SOURCE: U.S. Department of Education, Office of Planning and Evaluation Service, National Study of Student Support Services, 1991-92

Project Directors Survey.




Level of Difficulty of Meeting Goals. When
asked the level of difficulty of the regulations, the
full financial aid requirement was most frequently
rated as highly difficult with 47 percent of
projects indicating that this was highly difficult to
meet (Figure 6-20). Less than 25 percent of
projects rated any of the other requireraents as
difficult (4 or 5 on a 5-point scale). Proposal
writing and nonsupplanting were rated as difficult
by 23 and 19 percent, respectively. The least
difficult requirement was the first generation
coliege, rated as difficult by only 4 percent of
projects.

Utility of Regulations to Goals of Project.
When asked about the usefulness to the goals of
the project, the academic need requirement was

most frequently rated as of high vse (81 percent).
This was followed by the full-time project director
requirement, rated as of high use by three-fourths
of projecr directors. About two-thirds of directors
rated the first generation college requirement,
project reporting requirements, student family
income, and proposal writing requirements as
useful. About half of directors rated the full
financial aid requirement and allowable cost
requirements as useful.

The requirement least frequently seen as useful to
the goals of the project was the nonsupplanting or
nonduplication of other campus services
requirement. (Note, this regulation has been
modified in the most recent authorizing
legislation. See discussion in Chapter 4 and in
Part II, Chapter 9.)

Figure €-20. Evaluation of federal Student Support Services (SSS) regulations as to difficulty of implementing
and usefulness {o meeting goals of projects: 1991.92

Percentage indicating high difficuity of meeting

(Rating of "4" or "5
Full financial aid requirement SRR

Proposal writing requircments [
Nonsupplanting of other HIN

campus services requirements [
Allowable cost requirements iR

Full-time project director §}

Student family income requirements §
Project reporting requirements §
Academic need requirement

First generation college requirement B

" on a 1.5 scale)

20 49 60 80 100

Percentage indicating high level of usefulness to goals of project

(Rating of "4" or "5" on a 1.5 scale)

Academic need requiremer’ I

Full-time project di:cttor SN

First generation college requirement
Project reporting requirements
Student family income requirements i
Proposal writing requirements

Full financial aid requirement

Allowable cost requirements [
Non-supplanting of other JN
campus services requirements il

0

SOURCE:
Project Directors Survey.

20 40 60 80 100

U.S. Department of Education, Office of Planning and Evaluation Service, National Study of Student Support Services, 1991-92
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Responses to Open-Ended Questions. Appendix
Tables B-9 to B-13 present responses to open-
ended questions in which project directors were
asked to give suggestions for the Department of
Education and to identify successful or
problematic aspects of their programs. We
discuss these responses below.  Additional
information on these issues is presented in the
case study section of this report.

Suggestions for the Department of Education.
When asked in an open-ended format for
suggestions for the Department of Education on
how the program could be improved, project
directors gave a number of suggestions. These are
listed in order of frequency in Appendix Table
B-6-1. The three most frequently mentioned
suggestions were lengthening the funding cycle
from 3 to S or 6 years, increasing the funding
level to serve more students, and placing more
emphasis on staff development. The most recent
legislative authorization was responsive to several
of these concems. The 1992 authorization
changed the funding cycle from 3 to 4 years and
to 5 years for those in the top 10 percent. The
legislation also set minimum project funding
levels to $170,000.

Other suggestions included changing the full
financial need requirement. This has aiso been
changed in the 1992 legislation from "required to
meet” to "offer to meet" need. A number of
suggestions had to do with flexibility in allowable
cost requirements, with some projects wanting to
have funding allowed for equipment such as
computers.

A group of the suggestions had to do with better
and quicker communications between the project
and the Department of Education and among
projects. Some called for more of a team
approach and emphasis on collaboration rather
than compliance. A few projects called for
performance reporting software and streamlined
reporting procedures. Some wanted more specific
direction in certain areas that are of concern in the
audits, such as a definition of duplication of
services. At the same time there was a call for
allowing more flexibility. There was also a
suggestion for 2 national E-mail for SSS projects.

6-28

Successful or Innovative Aspects of Their
Programs. Projects directors were also asked in
an open-ended question format to identify
successful or innovative aspects of their program.
Many responded by mentioning their tutoring and
counseling component, and some menrtioned their
use of peer tutors and occasionally peer
counselors. Other projects noted their classes and
workshops.  Some noted the cultural and
enrichment program. Some projects noted having
reserved sections of English, math, or study skills
taught by grant persornel with appropriate lab
assistance. A number of project directors
mentioned their summer component and some
noted their linking of financial aid with
successfully completing the summer program.
Some mentioned supplemental instruction in
which a group tutor attends class and then meets
on a regular schedule with students in the project
who are in the course.

One project director mentioned that they had
demonstrated that it is possible for students who
are  homebound to acquire postsecondary
education and become tax contributing citizens.
Another noted that the availability of the staff
members to all participants on an ongoing basis.
Others noted their holistic approach that has
resulted in higher self-esteem and involvement of
students. Another mentiori2d having a
comprehensive approach to service delivery that
included an inviting atmosphere, individualized,
multitracked contacts, and sending information to
students on a regular basis. Others mentioned
nonstigmatizing of participants. Intrusive advising
was mentioned by a number of respondents.
Another theme was early detection of students that
need assistance.

A few noted their integration with other programs
as a strength and that the isolation of the program
would defeat the purpose. Others noted their
increased ability to track retention and to focus on
retention as a goal as an innovative aspect.

Aspects That Are Problematic

When asked in an open format to identify aspects
of their program that were problematic, the most
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frequently mentioned aspects were student
track g and followup and the full financial need
requirement (see Appendix Table B-10). Other
aspects mentioned were limited funds for
computers and other resources. Some projects
noted that keeping high student participation was
problematic, as was motivating students to get
help when they need it. Others noted the need for
more funds for staff and more training to enhance
staff understanding of cheir role. Space and
uncertainty of funding were also noted as
problematic.

Resources. Our study was done at a time of
recession 2ad cutbacks at many public and private
institutions. One respondent noted that the "state
and institutional resources have been dramatically
decreased causing problems with assurance of
financial need." A respondent from the same
project noted that their physical space had been
cut and that there was a hiring freeze and attrition
of key administrators that caused a slowdown and
confusion of support services available to students.
Other projects noted that they had no control over
the provision of financial aid. Their students
often apply late, after the aid has been distributed.

Duplication of Services. One project noted that
there is not a clearly defined difference between
TRIO/SSS students and the general student
population. Many program interventions are
being adopted college-wide, which gets them close
to problems with the supplement-not-supplant
provision. Many services such as tutoring,
counseling, and basic instruction in reading and
writing are offered within the college to all
students. Additional clarification on this issue is
needed.

Student Participation. While many projects
sometimes have difficulty meeting the demand for
services, student levels of participation were
mentioned as problematic by a number of
projects. One project noted that they had problem
with "getting students to see the value of coming
in for «dvice before difficultly develops into a
problem." Another noted that "participation of
students is sometimes retuctant at best." Others
noted lack of participation in workshops and
cultural events due to changing student

demographics in which many students spend little
time on campus when they are not in class.
Full-time students may leave campus as scon as
their last class ends to go to jobs or family
responsibilities. Some projects have solved this
problem by changing or increasing hours of
operation, others by including mastery group
tutoring sessions as part of the course
requirements. Othiers have adopted more intrusive
advising techniques in which early warnings are
obtained by SSS staff and calls are made to
students having difficulty.

Changes to Their Projects

When asked if there were things they had needed
to change in the last 3 years in order to improve
services, a number mentioned implementing a
student tracking system and evaluations {see
Appendix Table B-12). Others mentioned
implementing intrusive or proactive advising and
early detection of problems. Some mentioned
adding study skills courses. Some mentioned
extended hours or changing the time of services to
evening since so many students work. Others
noted more emphasis on preparing for transfer.
Some projects mentioned becoming more focused
in general. Others noted some change in focus,
such as serving more ESL and refugee students.
A few projects that had been focused on
counseling noted developing mcre academic
services. A few mentioned adding a computer
lab. Others noted the implementation of training
for tutors and other staff. Better service to the
learni.;g disabled was also mentioned. Some
mentioned implementing career development
services.  Some mentioned greater student
involvement in decision making, some, early
detection of problems.

When asked what they would change if they
could, the most frequent responses had to do with
obtaining more staff, providing more remedial
instruction, and needing a good tracking system.
Some mentioned the need for more space. Some
would increase the number served, and a few
would reduce the number.
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Institutional Policies and Procedures

Project directors were also asked a number of
questions conceming the institutional policies and
commitment to serving disadvantaged students.
Figure 6-21 gives the percentage of project
directors indicating that a listed policy or activity
had occurred at their institution. With the
exception of the percentage of minority enrollment
(reported increased by 76 percent) and having an
explicit policy on minority faculty recruitment
(reported by 59 percent of institutions), most of
the items were present in about half of the
institutions. Fifty percent reported an increase in
minority faculty in the last S years. Just over half
(54 percent) of projects reported that their
institution had institutionalized programs tc serve
disadvantaged students, and 51 percent reported
the institution had comprehensive services for
disadvantaged students. About the same

percentage (53 percent) had a systematic
collection of data on outcomes for disadvantaged
students.

When asked to evaluate the institution’s
commitment to a series of policies or activities,
over two-thirds of projects (69 percent) indicated
that their institution had a high level of
commitment to admitting disadvantaged students
(Figure 6-22). Somewhat fewer, just under half,
rated the institution as having a high commitment
to several other policies relating to services and
retention of disadvantaged students. Only about
a third indicated that the institution had a high
commitment to recruiting and maintaining a
diverse faculty.

Chapters 7 to 9 of this report, the results of the
case studies, discuss the issues in more depth.

L -

Figure 6-21.

Policy/activity

Percentage of SSS institutions reporting that institution had policy or activity: 1991-92

Increase in percentage of minority
enrollment over last 5 years

Expiicit policy on minority faculty recruitment

Institutionalization of programs that
serve disadvantaged students

Systematic collection of data on services and
outcomes for disadvantage students

Comprehensive services for disadvantaged students
Increase percentage of minority faculty over last S years

Explicit policy on minority enrollments

SOURCE: U.S. Department of Education, Office of Planning and Evaluation Service, National Study of Student Support Services, 1991-92

Project Directors Survey.
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Figure 6-22. Percentage of SSS project directors rating institution as having a high or very high level of
commitm2nt to policy or activity: 1991-92
Policy/activity

Admitting disadvantaged students 4§

Achieving academic excellence

Improving academic performance

Providing services for disadvantaged students
Improving climate for minority students on campus
Preventing racism on campus

Rewarding excellence in teaching

Recruiting disadvantaged students

Retaining disadvantaged students

Graduating disadvantaged students

Serving vocational needs of community

Recruiting a culturally/socially heterogeneous faculty

Maintaining diverse faculty
Obtaining research funds
Academically selective admissions policy
T T 1
0 20 40 60 80 100
Percent
NOTE: Respondents rated policy/activity on scale of "1 to "5" with "1" being low and "5" being very high. Percents in figure are percent

rating "4" or "5" on scale.

SOURCE: U.S. Department of Education, Office of Planning and Evaluation Service, National Study of Student Support Services, 1991-92
Project Directors Survey.
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To understand the nature of SSS projects, we tum
to information derived from the field research
conducted as part of this assessment. During the
1991-92 academic year, the evaluation staff
conducted 3- to 4-day site visits to 50 institutions,
30 of which operated SSS projects and 20 of
which did not. The 30 institutions with SSS
projects were selected from among the 574 in the
continental U.S. that had operated SSS projects
for more than 3 years and whose projects were
not devoted exclusively to serving students with
disabilities. Information on site selection can be
found at the end of this report.'®

The site visitors collected information in several
broad categories:

® Basic institutional data on students
(demographic and socioeconomic
characteristics, academic ability), faculty/staff
characteristics, and offerings. This information
was designed to aid our understanding of the
institutions’ size, student body, range of
offerings and mission, and need for the types
of services SSS provides.

® Institutional policies that might affect the mix
of SSS students and the likelihood of school
completion. These policies included
recruitment, admission, placement testing and
developmental course requirements, core
curriculum, probation and dismissal, financial
aid, and faculty recruitment.

® Support services. Each site visitor attempted
to map the nature and extent of services
available to disadvantaged students and
students with disabilities at the school.

®m Institutional climate.  Site visitors asked
respondents their views about the school as an
environment conducive to the education of
minority students and students with disabilities.

¥Information in this report is based on data from 28 of the 30
sites with SSS projects.

7-1
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7. THE NATURE OF STUDENT SUPPORT SERVICES PROJECTS

In sites with SSS projects, additional project-
specific information was obtained.

®m SSS project staffing, services, operation, and
location. Information was obtained on staff
background, responsibilities, and years on the
project. For each service, visitors obtained
information on its nature, numbers of students
served, typical amounts of service, and its
relative role in the SSS project. The visitors
also asked about record keeping and about
project planning and evaluation. Physical
location on campus and appearance of the
facilities were also noted.

®m SSS participants. Information was obtained on
how students were recruited into and/or
selected for participation, participant
characteristics and outcomes, and project goals
for student performance.

®m The role of the SSS project and its staff in
institutional affairs. Information was obtained
on relationships between the SSS project, other
providers of services, and faculty. The visits
also explored the organizational placement of
the project and the opportunities for SSS staff
to affect institutional decision making.

This chapter explores the nature of the SSS
projects along several dimensions. It describes
typical SSS project types. It then examines each
of the main SSS services in turn, considering it in
both the overall (institutional) and SSS contexts.
The chapter also describes who is likely to
patticipate in the various types of SSS projects
and for what duration.
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Highlights

The Organization of Support Services

Although SSS projects were often among the
first services available on campus for
disadvantaged students, at most institutions
they are now one of several service providers.
SSS funds now support only a limited part of
the support service mix.

SSS funds may be used to

- Serve a limited group of students but offer
several services (home base projects);

- Deliver one major support service at the
institution--although the project may also
provide other services on a limited basis
(dominant service projects); and

- Provide most of the support services at the
school--this is the case only rarely (all
service projects).

Organizationally, SSS funds may provide
services through a separate SSS project, or
SSS funds may be applied to support part of a
larger service mix (blended projects).

The SSS Services

Dominant service projects tend to focus
heavily on tutoring, while home base projects
are more likely to emphasize academic
advising, with tutoring and other services
provided 01 an as-needed basis.

SSS-funded academic advising (also called
academic counseling) focuses most heavily on
assistance during the freshman year and is
provided by professionals rather ““an peer
advisors. It is usually offered in addition to
academic advising offered by the institution,
but is sometimes offered in lieu of institutional
services.

Career and personal counseling are not major
SSS services. They are usually offered on an
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informal basis. Financial aid counseling is
offered by most SSS projects, often through
workshops.

Most SSS-supported tutoring is provided by
peers—usually more advanced undergraduate
students at the same institutions. At some of
the smaller insttutions in the study, SSS
provides the only free tutoring available at the
school.

A limited number of projects offer organized
tutoring sessions for specific courses that are
tied directly to instruction in the course. These
are called supplementary instruction (SI) in this
study. About half the schools visited offer SI,
which is as likely to be supported by SSS as
by the institution.

All but a few of the schools in the study offer
remedial courses, and some offer multiple
levels of course taking. SSS support of such
courses is limited primarily to 4-year
institutions.

In a limited number of schools, SSS also
supports orientation or study skills courses. In
far more schools, SSS offers workshops on
study skills or related topics.

SSS rarely administers residential summer
programs prior to freshman year. In a few
schools, it pays for a portion of such programs
(such as a tutoring or counseling component).

Transfer initiative SSS resources in 2-year
institutions generally are used for additional
academic advising.

SSS Clientele

More than half the SSS projects visited use
recruitment approaches that cast a wide net
(wide recruitment projects). Some projects
recruit widely, but the services they offer (such
as SI for developmental courses) limit the
clientele.
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® Other projects use various client targeting
mechanisms including focusing on special
admits (who do not meet the institution's
regular entrance requirements), minority
students, or at-risk (lower achieving) students.

8 Projects serve various groups disproportion-
ately in relation to their numbers in the
institutions, including freshmen, minority
students, and women. At 2-year institutions,
projects also appear to serve full-time students
disproportionately.

8 Students with disabilities are likely to receive
tutoring from SSS projects, but counseling and
other services from other providers on campus.
Only in schools without a special office for
students with disabilities is SSS likely to
provide other services—on a limited basis.

Support services Overview

The institutions visited in this study offer a
considerable array of services in conjunction with
their  college-level instructional program.
Although the range of services differs, certain core
services are available at most institutions. Some
of the services are offered, in whole or in part,

-through the SSS projects, but many services are

available outside the SSS projects as well. With
variations depending on size of institution,
resources, and student body, the core services
usually include the following:

Academic advising--assisting students to make
educational plans, select appropriate courses,
meet requirements, plan for graduation and
further education, and the like. Most schools
have some professional advisors for freshmen
or other new students, but faculty advising is
common once students have decided on
majors.

Career information and employment
assistance--helping students leam about career
opportunities through written and computerized
information, assess their career interests and
capabilities, and make occupational plans.
Providers may also hold job fairs, manage on-

campus employer interviewing, and help
students find temporary work.

Personal counseling--typically provided by a
separate office in all but the smallest
institutions, personal counseling is often
limited to crisis intervention or to a dozen or
fewer individual sessions. Persons requiring
longer term help are commonly referred to
community agencies. Group counseling may
extend for longer periods--for a semester or
even a school year.

Course tutoring (or other supplemental
crurse  assistance)--these services may be
limited or extensive, ranging from ad hoc
departmental assistance to large-scale leaming
centers equipped with computer-assisted
instruction (CAI) or offering drop-in tutoring
in multiple subjects.

Orientation sessions or courses for new
students--these range from a half-day session
that helps students register for courses to
semester-long  introductory  credit-bearing
courses that cover subjects from study skills to
academic freedom.

Developmental or remedial instructional
programs--commonly offered in three subject
areas--reading, writing, and mathematics--and
sometimes offered at varying levels of
difficulty in each subject. Instruction is
sometimes accompanied by labs or other
supplemental  assistance that reinforces
classroom instruction. Not all schools offer
developmental instruction, however. Some
states prohibit particular public institutions
from offering deveiopmental programs, or limit
siate reimbursement for instruction.

Information workshops--institutions offer a
range of short workshops or seminars (usually
a half day or less) on topics ranging from
stress management and test taking to drug or
alcohol abuse.

Health services--although not examined in
detail, most of the institutions visited offer
some healtn services. These range from very




limited nursing services and pharmaceutical
discounts to ex.tensive preventive and treatment
care as well as counseling facilities.

Additionally, institutions offer at least a minimum
amount of fin¢ncial aid counseling as part of the
financial aid application process.

Subsets of the institutions offer additional services
aim-~d at particular students. These include offices
or centers for a) specially admitted students, b)
minority or underrepresented students, ¢)
particular ethnic or racial groups (such as an
African-American or an Hispanic Student Center)
d) womern (or displaced homemakers), ) students
with disabilities, or f) veterans. A few institztions
offer programs for minority students organized by
a department or school such as a minority
engineering or business program. In their most
developed form, the services offered by these
special offices or centers include academic,
personal, and career ccunseling; course tutoring;
intensive summer instructional programs
(sometimes called "bridge" programs) pricr to
freshman year; support or discussion (rap) groups;
employment assistance; and vvorkshops in such
areas as study skills, stress m.nagement, or tes.
taking. Programs for specially admitted students
may be accompanied by special student aid
packages.

As we exawine the SSS projects and services, it
is important to keep in mind that, in almost all the
institutions studied, SSS is a limited part of the
support service mix (exceptions are noted in the
discussion). Most SSS projects operate within
that larger service environment. trying to provide
needed services and meet federal nonduplication
requirements. This chapter is organized around
three basic dimensions that help to define the SSS
projects--organizational structure, services, and
clientele.

Organizational structure refers to the
administrative arrangements and service delivery
approaches of SSS projects. Most of the projects
supported with federal £SS resources are separate
operational entities, but a considerable minority of
those visited are not. Further, not all projects
share the same philosophy or approach to service
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delivery. Some projects focus on providing a
home o campus for a group of students, while
other emphasize the delivery of certain seivices
school-wide.

Services are the overall activities the project
provides--their nature, how much is delivered and
by whom, and the rationale for a particular set of
services. Where the SSS project is stand-alone,
this section describes the SSS services alone, but
where SSS is part of a larger entity (blended), the
sert ices section also explores the activities of that
entity.

Clientele refers to who is recruited into, and
served by, the SSS project. While some SSS
pmjects serve all eligible takers, many carve out
particular niches based on institutional needs and
project preferences. Those niches help to
determine the kinds of participants they attract.

The chapter describes general project types and
commonalities in services and clienteie.
Nonetheless, every project visited operates
somewhiat diffcrently. There is simply no way to
do jusucs » the differences among projecis
without teiing 39 separate stories.

The Structure of SSS Projects

Recent changss havy introduced some modifica-
tions, but the law and rules for the SSS program
reflect an assumption that organizationaliy most
SSS projects will stand alose. Alibough the
grantees are institutions, the SSS progcam czlis for
establishing projects at th)yse institutions that
select a (limited) set of participants, provide them
with a mix of services, and assess the success of
tiiose services In keeping fise participants in
school. The stand-alone notion is reinfo~ed by
rules urging full-tme project directors, cumplete
participait lists at th2 beginning of the school
year, or policies for dstermining who is in cr out
of a project. The image that the rules evoke is of
a separate service provider, perhaps a campus
home base for a group of eligible students. And
while some SSS projects do, in fact, reflect that
‘mage, others do not.
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There is corsiderable variety in the ways projects
are organized and deliver services. Some SSS
projects do, in fact, stand alone, but others
provide resources (expressed as providing
particular services or a certain percentage of funds
or serving certain students) within a larger
program. In addition, projects display guite
Adifferent philosophies about the service approach
that should be taken to “elp students stay in
scliool. We can distinguish three main types of
projects:

m Ali Service Projects. These projects are the
main providers of support scrvices at their
institutions. They may not deliver all support
services, as most institutions do provide facuity
advising and assistance in applying for
financial aid. But they are the main location
for other services, including academic and
personal counseling, tutoring, and sometimes
developmental instruction. Some all service
projects earmn that distinction by default,
because there are so few support service
resources at the ins%iution.

= Home Base Projects. These projects focus 02
serving a limited group of students. The group
they serve may be defined solely by the federal
SSS eligibility requirements--first generation,
low income, disabled--but these projects often
use additional methods to define their clientele.
Home base projects tend to offer mcre
intensive academic advising or other
counseling than other projects, and some offer
a service package with tutoring and other
services as well.

s Dominant Service Projects. These projects
specialize by delivering a major support
service at the campus. Although they may
also provide additional services such as
advising to students who scex the main
service. they concentrate heavily on providing
one type of assistance widely. Most, but not
all, of the dominant service projects visited
focus on tutoring.

Not all projccts fit neatly into one of these three
categories. For example, some projects serve as
home bases for some of their participants, but pot

for those who seek or receive only a single
service or a limited amount of service. Some
dominant service projects offer expanded services
for some participants. Nonethe’ess, these
characterizations provide a hewastic device for
understanding how SSS projects are organized.

The Separate SSS Projects

A substantial majority of the ©”S projects visited
are distinct, separately opera. -. service providers.
Exhibit 7-1 shows the projects by type and major
services. Most of the separate projects have a
staff paid largely. or entirely, with TRIO funds,
and clear project boundaries. The services these
projects provide are largely indep=ndent of those
offered by other providers rather than part of a
larger service package. Their clienteles do not
overlap systematically with those of other service
providers. Nonetheless, being organizationally
distinct does not necessarily mean offering the
same mix of services or playing the same role at
all schools. To.understand better what it does
mean, we can examine the organizationally
separate projects usiny the service delivery types.

Separate All Service Projects. At two of the
relatively small 2-year schools included in the
study, an organizationaily separate SSS project is
cffectively the major service program. Except for
faculty auvising and financial aid advice, SSS is
the main source of suppert services including
tutoring and counseling. In one case, SSS is also
the maii -upport for developmental instruction.
One of i s¢ nstitutions has about 800 students
and is located in a very noor community. In this
institution, the SSS project seeks to attract
students enrolled in remedial courses, encouraging
them to take a study skills course taught by SSS
personnel. The project is also the only source of
tutoring at the school. Tutoring is mostly peer
and focused on the developmental courses. For
students who are attracted by the course or the
tutoring, the project also tries to provide academic
advisin /counseling with multiple counseling
sessions each semester. The school does have two
other counselor= but they provide information on
admissions and financial aid primarily.
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At the other institution, which is somewhat larger,
SSS also focuses on students in developmental
courses, although it serves others as well. It
supports part of the costs of placement testing and
the developmental course sections ai-ended by
SSS-eligible students, and has funded two
developmental instructors during this study year.
With approximately 2.5 personnel devoted to the
function, it is a critical source of counseling. It
~“fers one or more counseling sessions depending
on student need, with referral to outside agencies
for long-term help. The school has only one other
full-time counselor for almost 5,000 students. The
SSS project also operates a tutoring service with
15 peer tutors, each of whom works about 15
hours a week. If it had more resources, the
project would probably add a specialist for
leaming disabled students. SSS is quite visible at
this school and viewed by top administrators as
critical to the school’s operation.

Not surprisingly, the separate all service projects
tend to serve relatively large numbers of
participants, both in relation to the size of the
grant and of the institutions’ student bodies. At
the very small school, where most students attend
full time, about a third of the student body receive
some service through the project. At the
somewhat larger school, only 10 percent of the
student body are served, but because SSS
participants are more likely to be full-time
students and the school has a largely part-time
student enroliment, the percentage of full-time
students served by SSS is higher. The per-
participant SSS expenditures at these schools are
$423 and $455, respectively. In other words, all
service projects are spreading resources somewhat
thinly to compensate for the lack of other services.

Separate Home Base Projects. The majority of
the stand-alone SSS projects may be placed in this
category. Separate home base projects largely
reflect the mixed-service and participation model
embodied in legislation and rules, although there
is considerable variation in project clienteles.
Because they usually provide multiple services,
separate home base projects tend to serve
relatively small numbers of students. In some of
these projects students remain throughout their

tenure at the school; in others, services are geared
primarily to the freshman year

One example of a separate home base project is
an SSS project at a small, private 4-year
institution with a liberal admission policy. At that
institution, students who are considered at high
risk of not completing college because of poor
high school performance or low entrance exam
scores are assigned to the SSS project as a
condition of admission. The project also attracts
some additional students who are seeking its
tutoring services. The SSS project provides
intensive academic advising to make sure students
take a freshman year program of studies that will
include necessary remedial instruction, fulfill
school requirements, and not overwhelm them. It
checks with faculty at mid-term to track student
progress and calls each student in for a conference
at that point. The project also provides tutoring
as needed. It has a relatively small number of
participants (about 150), most of whom stay in the
project for 2 years.

A somewhat different type of separate home base
project is found at a medium-sized community
college.  This project attracts students by
advertising its services at registration and
receiving referrals from counselors and faculty,
but a major source of new participants is students
already in the project. The project director serves
as an unofficial campus director of minority
affairs and an advocate for African-American
students. As a result, the project attracts many
minority  students (about 75 percent of
participants) on a campus at which only about 15
percent of the students are members of minority
groups. In addition to intensive counseling,
tracking of student progress, and tutoring, the
project offers a black male support group and has
building the self-esteem of participants as one of
its major aims. This project also serves a
relatively .small number of students (about 190),
and more than half the participants retum each
year.

Overall, separate home base projects are more
likely to be found in smaller institutions, although
there are notable exceptions. At one moderately
selective state university campus with 14,000
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students, the SSS project is the main source of
intensive academic advising and support
counseling for freshman “special admits."
Although they are not required to participate in
SSS, special admits are required to attend a
summer bridge program. During that program,
the SSS staff provides an orientation and
encourages eligible students to enroll in the
proje~”  About half the participants do so. One
reasc’ that a separate SSS project can be the main
sour » of services for special admits in an
institution this large is that their number is small-~
5 percent of entering freshmen--compared to other
large schools in the study. Another reason is that
the institution provides about 30 percent of the
resources for the project. Nonetheless, in the past
year the institution has established another project,
modeled on SSS, to address the needs of
comparable students who do not qualify for SSS.

One large state university has established a school
within a school for about 800 disadvantaged
special admit students. Within that environment,
the SSS project seeks out students with the
greatest academic need or with disabilities. It
provides a structured freshman year experience
with intensive academic advising, counseling, a
survival skills seminar, and weekly study groups.
Students may see advisors as often as every 2
weeks during the first semester. During the
sophomore year, student contact with counselors
is somewhat reduced, although advising and
tutoring continue and supplemental instruction (SI)
is added.” In this project, the institution
contributes about a third of the funds.

Because they serve a small group intensively,
separate home base projects usually require SSS
staff to identify a subgroup of students in greater
than average need of intensive advising/counseling
and other services. Identifying such a group is
most easily accomplished in (smaller) selective or
moderately selective institutions with limited
numbers of students who do not meet desired
admission criteria. 1n open admission 4-year or 2-
year institutions, wizch often have fewer overall

VSupplemental instruction is discussed later in the chapter. It
genenally refers to formal small group tutoringfinstruction sessions
attached to regular courses.

resources and greater pressures on SSS projects to
serve everyone, it is somewhat more challenging
to establish home base projects. The SSS project
must establish, formally or informally, criteria for
selecting a clientele that will limit the potential
population and serve a justifiable need (since
services are rationed). Among the student
subgroups served in the sites visited were students
in developmental offerings, minority students, and
students with the poorest scores on entrance or
proficiency exams.

Given their intensive academic advising/
counseling, additiona! tutoring or other services,
and relatively small numbers of participants, home
base projects (separate or not) typically cost
considerably more per participant than all service
projects (or than the dominant service projects
discussed next). For the four projects just
described, the per-student costs were
approximately $700, $640, $870, and $872,
respectively.

Separate Dominant Service Projects. Separate
dominant service projects are characterized
primarily by the service(s) they provide. These
projects fill critical service gaps at the institutions
in which they are located. In many cases they are
either the only or the chief source of the service,
and that service is most commonly tutoring or
supplemental instruction. Although they may also
provide some advising or other elements of a
home base project for participants, they attract
students, and serve primarily to provide
participants, with the tutoring or other dominant
service. Separate dominant service projects are
more likely to be found in small and medium-
sized schools where much of the population is SSS
eligible.

In one small 4-year school, for example, SSS is
known locally as the Tutoring Center and provides
peer tutoring in developmental courses as well as
languages, history, accounting, chemistry,
economics, psychology, math, and political
science. While the students are attracted by the
tutoring, the project also provides personal
counseling and other assistance as well. About a
third of the participants are freshmen, but the
project serves students at all grade levels.
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At another medium-sized state university campus
there are both SSS and non-SSS tutoring

opportunities, but the non-SSS tutoring is
fragmented--departmentally based and unevenly
available across departmenis. SSS is the only
centralized source of tutoring help. The SSS
project provides individual and group peer
tutoring sessions, with the average participant
receiving 3 hours per week. Participants also are
helped to draw up 4-year curriculum plans when
they enter tutoring, but the project does not
provide intensive advising thereafter. There is
now a university p.an to form an institution-wide
tutoring center, but the role of SSS in that center
was not resolved at the time of the site visit
About 30 percent of the participants in this project
are freshmen, with the rest equally divided among
sophomores, juniors, and seniors.

Supplemental instruction for developmental
courses is the main service at a one small
community college in a very poor community.
The SI is required as part of the developmental
program at the school, but virtually all
developmental education participants qualify for
SSS. In conjunction with SI, the project also
provides limited peer tutoring, but it is the main
tutoring source on campus. This project serves
first-year students almost exclusively.

Dominant service projects try to serve as many
needy students as possible, given the constraints
of funds and the federal eligibility requirements.
They invariably serve more students than they
agree to serve in negotiations with the federal SSS
office. Probably more than other projects, they
attract students by advertising their services, and
they are more likely to report that they tum
students away. Some of the dominant service
projects have arrangements with institutional
officials by which the institutions support service
costs for the small number of students seeking
services who do not qualify for SSS. Per-student
costs in the projects described in this section are
$490, $571, and $440, respectively.

Hybrid Projects. As noted at the outset, not all
separate projects fit neatly into one or another of
the three categories. Some projects are hybrids,
with elements of both home base and dominant
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service types. Hybrids occur when projects offer
a set of more intensive services (a home base) for
a subgroup of participanis, such as students with
leaming disabilities or conditionally admitted
freshmen, while providing most or all of a
particular service at the campus, such as
supplementary instruction, to others. Although
they do not always think of themselves this way,
some hybrids are umbrella projects with two or
more subprojects, each with a distinctive clientele
and services.

One such project is located at a medium-sized
branch campus of a large state university. The
SSS project offers intensive advising and
counseling for conditionally admitted freshmen
who constitute about a third of the participants.
Project staff are active in the admissions process
that identifies these students. For most
participants, however, the main project service is
SI for large freshman courses and subsidized
developmental instruction, for which it is the only
source at the school. In another large community
college, the main SSS project offers a home base
for minority students, but it also offers tutoring to
students with leaming disabilities. These students
are referred by the Disabled Student Services
office. The learning disabled students do nct
receive the intensive advising/counseling
component through the SSS project, however.

The Blended SSS Projects

There is another group of SSS projects (about a
third of those visited) in which SSS is not an
organizationally distinct program with its own set
of students or services. These blended projects
include ones in which federal funds pay a
relatively small share of an overall project’s cost,
or where SSS provides some of the services tha:
are part of a larger service package for a
particular group of students. One way to identify
a blended program is to see whether describing
the uses of SSS funds provides a fairly complete
understanding of what the project offers or the
services the participants receive. If it does not,
the project is probably blended. As is the cz.;e for
separate projects, we can identify all scivice,
home base, and dominant service blended projects
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(although there are fewer in each category) among
the projects visited.

Blended All Service Projects. There was only
one blended all service project among those
visited. At this 4-year institution, all major
support services are organized in a Leaming
Center. The Leamning Center includes a variety of
tutoring offices and leaming laboratories
organized by subject area, an academic advising
office, a counseling office, service coordination
for students with disabilities, recruitment, and
other services. SSS resources contribute to the
support of the Center (except for services such as
recruitment that are not allowed under SSS),
though categorical state funds under various
programs and institutional resources support the
majority of the Center’s costs. The student body
of the school is composed primarily of largely
poor, minority, first generation college students
who meet SSS eligibility criteria.

Blended Home Base Projects. Fully or partially
blended home base projects are found in a number
of the institutions in the study. In some of the
larger selective institutions, SSS provides some of
the resources for educational equity (EOP) or
other special programs. EOP programs are
typically state-funded programs to encourage
underrepresented  students to attend and
successfuily complete college. Depending on the
institution, some or all of the students accepted
through these programs would not have qualified
for admission under the regular academic
admissions criteria. Students who would not have
qualified are usually required to participate in
EOP programs as a condition of admittance.
Typically, EOP programs provide grants to
participating students that augment other financial
aid. In addition, the state provides resources to
the institutions to provide a mix of instructional
and support services. The services may include
academic advising, counseling, tutoring,
developmental courses, supplementary instruction,
summer instructional programs prior to freshman
year, special orientation or study skills courses,
and the like. In some schools, SSS provides part
of the overall service package or pays for the
services for some participants. In others, it
supports particular services in the package.
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At one school with an ambitious program, EOP
begins with a 10-week residential summer
program prior to freshman year. Students enroli
in freshman courses related to their planned
majors or get a head start in fulfilling general
educational requirements. The students also
receive individual and group tutoring, as well as
academic, career, and personal counseling. They
attend study groups and take a number of field
trips. During the school year, the participants
attend a special 8-week seminar aimed at easing
their adjustment to college life and helping them
set educational and life goals. Topics include
study skills, time management, and test taking.
The program also provides group, peer tutoring
sessions in a wide variety of subjects for which
participants have first priority (others can enroll
later). Participants have access to a computer lab
with a choice of software packages and receive
academic, financial, and career counseling.
Freshman EOP students are expected to make two
visits to the counselors per term. This programn
costs about $1 million per year, of which SSS
contributes about 20 percent, paying for some of
the services for SSS-eligible students. Students
usually remain in the project for 1 to 2 years,
although some remain affiliated with the project
until graduation.

In a similar type of program at another institution,
the SSS role is slightly different. At this school,
the EOP. program conducts a 6-week summer
instructional program that emphasizes basic skills.
Students are tested to determine academic year
course placements. In addition, the students meet
with peer counselors who are former EOP
students to help them feel at home and build an
ongoing source of support. During the freshman
year, participants attend tutoring sessions as well
as required study groups in core curriculum
subjects.  They receive intensive personal
counseling and academic advising, with students
who are on probation expected to attend most
often. At this school the SSS funds pay for the
developmental courses attended by the EOP
participants (they account for about 80 percent of
course participants), the salaries of some of the
instructors in the summer program, and part of the
costs of the tutoring center (to which the EOP
program also contributes). Few students remain
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in the SSS portion of the services beyond their
freshman year.

In some home base projects in the study, part of
the SSS project is distinct, but particular SSS
services are blended. At one large 4-year
institution, SSS is one of several special programs
for subgroups of students (another of which is a
much larger state-supported EOP program). The
students in all these programs are referred to as
program students. Each of the programs provides
its own intensive advising and counseling, but all
the programs help to support a leaming center that
provides tutoring, SI, a writing center, and other
instructionally related services, giving preference
to "program students.” As with many other home
base projects, students tend to receive the most
intensive services during their freshman year, but
many stay through their sophomore year.

A similar model is found at a small private
institution that is also part of a state EOP
program. This school enrolls a substantial number
of underrepresented students who need remedial
help. The state EOP program supports a 6-week
residential summer program that includes courses
and tutoring in basic skills for a limited number of
those students. The SSS project shares the same
director and serves many students who are not in
the state program (e.g., students who are not state
residents). SSS conducts a nonresidential 3-week
summer program. During the school year, both
programs provide advising and counseling
separately, but SSS supports professional tutoring
and developmental instruction for which EOP
students are also eligible (as they are enrolled in
both EOP and SSS). This project often maintains
contact with participants until they graduate and
accepts only a limited number of new students
each year.

Blended Dominant Service Projects. At some
institutions, all or parts of the SSS projects are
blended with other services (or with other sources
of funds). SSS participants receive services that
may also be available to other special populations
at those schools. Sometimes, they receive
services at no cost for which other students must
pay. In one university, the Leaming Center
charges hourly fees for tutoring. These fees are

e ——————
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waived for SSS-eligible students. The only
separate SSS service is the intake interview,
although the project would like to add a
counseling component. A similar reimbursal
approach occurs in another public 4-year
institution in which students are normally charged
additional tuition for developmental courses (the
state will not subsidize developmental edu<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>